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ABSTRACT 
This research focuses on an exploratory study of student perspectives on Records of 
Achievement. The history ofRoA is briefly outlined, the literature surveyed, and a 
conceptual framework established for exploring student perspectives. The methodology of 
the study is described and evaluated. 400 students from Years 10 and 11 in four Case Study 
schools responded to a questionnaire (with opportunity for open-ended comments). RoA 
managers in the schools completed a document giving the context ofRoA in their particular 
schools. A range of student perspectives were identified, including positive views of 
summary processes, and negative approaches to self-assessment and outside-school 
activities. Case Study schools provided evidence of possible reasons for these perspectives, 
which were also supported by student comments. There were also differences in 
perspectives across gender and year groups. 
-- ------------------
2 
ACKNOWLEDGEMENTS 
I would like to thank my parents for all their support and encouragement over 
the last three years. 
I would also like to thank Don Smedley, my supervisor, for his lmfailing 
assistance throughout the period of research, and the writing of this thesis. 
Further thanks go to Adam Newman-Turner, Lucy Pathan and GiH Bracey for 
their assistance at cmcial times, and to the staff and students of the participating 
schools. 
Finally, a big thank you to my typist, Arm Hammond. 
3 
Contents Page 
1 Introduction 5 
2 Re>kw of Literature 8 
2.1 Introduction and History 8 
2.2 Aspects of Recording Achievement 12 
2.3 Purposes for the Student 14 
2.4 Issues of Gender, Race, Ability and Social Class 20 
2.5 Conclusion 23 
3 Conceptual Framework 24 
3.1 A Restatement of Definitions of RoA 24 
3.2 Factors Influencing Student Perspectives of RoA 25 
3.3 Conclusion 32 
4 Methodology 33 
4.1 Summary of Methodology 33 
4.2 Instruments 34 
4.3 The Pilot Study 37 
4.4 Case Study Schools 41 
4.5 Administration of tbe Research 44 
4.6 Metbods of Data Analysis 46 
4.7 Evaluation of Methodology 49 
5 Presentation of Results 56 
5.1 Introduction 56 
5.2 Case Study Results 56 
5.3 General Analysis of Student Perspectives 77 
504 Factor Constructs 87 
5.5 Comparison hy Gender 89 
5.6 Comparison hy Year Group 91 
5.7 Conclusion 91 
6 Discussion of Results 93 
6.1 Case Study Scbools 94 
6.2 Student Perspectives 97 
6.3 Student Comments 99 
6.4 Student Constructs 101 
6.5 Conclusion 103 
7 Conclusions and Recommendations 105 
Appendix A Comparati.'c Results Across Two Schools 109 
Appendix B Comparison by Gender 117 
Appendix C Comparison by Year Group 118 
Bibliography 
4 
Chapter 1 
Introduction 
The recording of student achievement is a necessity in any educational process. At 
some stage leamers need feedback on what they have learnt. In addition, at certain stages in 
their development, 'learning needs to be certificated in some shape or form. The traditional 
methods used in British education have been characterised by: 
i) teacher feedback at the formative stage through marking, comment and testing, 
supplemented by regular internal examinations and school reports; 
ii) public examinations at certain stages in the student's life; either general, for 
example the 11+, or subject-specific, for example GCSE's, supplemented by a 
school reference. 
The 1970's saw the start of a development in education that questioned the value ofthese 
assessment processes. The main criticisms were: 
i) that the formative assessment processes did not actually help all students develop 
their learning, and indeed may have contributed to a range of student learning 
difficulties and problems in their motivation; 
ii) the summative certificates did not present an accurate picture of the students' 
skills and knowledge, and furthermore were not accessible to a significant minority 
of students. 
To call these students 'low ability' or 'low achievers' would illustrate, in my view, the crucial 
question in this criticism. Who decides the reference point for the comparative adjective 
'low'? Furthermore is there any educational justification for judging achievement and 
learning in a comparative sense, either with reference to a 'norm', or to the abilities of other 
students? 
In my second year of teaching Mathematics, and having reflected on my experience of 
being a (then 5th year) tutor at a 14-18 Upper School in Leicestershire during my 
probationary year, both of these criticisms seemed to have some justification. Teaching some 
groups, it was clear that many had developed an attitude towards traditional formal 
assessments that was hostile and negative. Furthermore, many of them were not interested in 
entering for the then CSE examinations, either because they felt they would fail, that they 
were unimportant, or that they had already secured future employment. My role as a form 
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tutor meant that I often had to counsel or discipline students coping with the above 
perspectives. From discussing issues with the students, it became clear that many 
i) did not know what their formative marks meant in terms of their learning, 
ii) felt that the reporting processes were opinionated and biased according to the 
whim of the teacher and 
iii) that public examination grades below '0' level were relatively worthless. 
My career development since then has seen a long involvement with a development in 
education called 'Records of Achievement'. The purpose of this development was to 
provide assessment methods and summary documents that were more appropriate to the 
needs of the students in the late 20th century. This provision was concentrated on four main 
areas. Firstly, the development of assessment and recording methods that recognised a wide 
range of student achievements and that were not' confined to the 'narrow' reporting of 
academic achievement. Secondly, it was felt that this approach would mature students, 
making them aware of, and encouraging development of, areas of 'strength, weakness and 
opportunity' (DES 1984). Thirdly, RoA systems would help schools identifY the all-round 
potential of their students and this would give schools a context for evaluation of curriculum, 
teaching and organisation in terms of the extent to which they enabled students to deVelop 
their general, practical and social skills. Finally, RoA would provide young people leaving 
school or college with a valid summative document, recognised by employers and institutions 
of further and higher education. 
My involvement started in 1984, when the school decided, after the success of its 
'Leaving Certificate', to join the OCEA pilot scheme. I was chosen to undertake a term's 
secondment that involved developing a school-based system of recording personal skills and 
outside-school activities, the OCEA 'P' component, and attending a course at Leicester 
University on the theory and practice of educational change and student-centred learning. 
In 1986 I moved to another Community College in Leicestershire, and was appointed 
the Records of Achievement Co-ordinator. Over the next three years I managed the 
implementation of formative and summative recording across the school, in liaison with the 
High Schools (10-14) and local business and further education. I was commissioned by 
Leicestershire County Council to write a 'Case-Study' evaluation of these developments, 
which was published in 1989, and started to take on a training role, both within 
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Leicestershire, as an Area Collaborative INSET leader, and nationally as part of the OCEA 
National INSET and Consultancy team. My next two appointments, as a Cross-Curricular 
co-ordinator at the same school and in the State of Bahrain as a Senior Manager, focused my 
attention on the curriculum, teaching and organisational aspects of skills development. In 
addition, I was able to incorporate and encourage student input, in terms of views and 
perspectives, into the evaluation of any developments that I had co-ordinated. 
I returned from working abroad in 1993. It was fascinating to talk to former 
colleagues about the glossy 'National Record of Achievement', the developments in Post-16 
education and training schemes and the use ofRoA type systems in some workplaces to 
sustain professional development. 
In talking to staff and students about their experiences ofRoA, it became apparent to 
me that a number of crucial issues still seemed to be problematic, in particular the differing 
perspectives of students on RoA. How did students generally value RoA? Were there 
underlying constructs which shaped the way in which students responded to different aspects 
of recording achievement? Did students feel that RoA helped them improve their learning 
and their life-chances? 
Having the opportunity to pursue research at Loughborough University, I decided to 
direct the focus of this research onto the student viewpoint ofRoA - 'RoA at KS4 - An 
Analysis of Student Perspectives' . 
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Chapter 2 
Review of Literature 
2.1 Introduction and History 
One of the key issues in the development of education since the 1944 Education Act 
has been the assessment of students' learning and the subsequent certification of the learning 
that has taken place. The traditional approach to the certification has been the use of a public 
examination system and the addition of a school reference to present a wider picture of the 
student. The raising of the school leaving age in 1973 provided a sharp focus on the 
problems in using these methods. Not only were some students leaving school with no 
certification at all, they were also forced to stay on at school for another year (PRAISE 
1988). At this time also, there was increasing evidence of student disaffection with school 
life in general, and a range of theoretical and practical criticisms. Public examinations, it was 
felt by some, were elitist and divisive, with GCE for more able students, and the CSE for less 
able students. Student achievement was based not on what students had learnt, but on 
arbitrary standards decided by examination boards. This 'norm-referencing' was also 
replicated in teacher-assessment in the classroom. Similarly teacher references were 
considered by some as subjective and biased towards more able students, and formative 
reports contained mere motivational comments at best, and negative, damaging criticism at 
worst, instead of precise feedback to students on their actual learning .. 
It is felt by many that the Newsom Report in 1963 was the starting point for 
developments in education that addressed these problems. Two elements were important in 
this report: the notion of education relevant to students' lives and the notion of a leaving 
document for students. 
Day (1995) provides a structure for the discussion of these developments: 
a) PRE-1984 The Early Days ofRoA 
b) 1985-1988 The Pilot Phase 
c) 1989-1996 The Current Stage 
a) The Early Days of RoA: 
During the 1970's and early 1980's initiatives were undertaken by a variety of groups to 
address the problems of assessment in education. Some groups, such as the Scottish Council 
for Educational Research (Black and DockreIl, 1984), concentrated on formative 
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assessments in terms of graded tests, building on work started in 1979 on Graded Objectives 
in Modem Languages (GOML). The purposes of these schemes were to develop assessment 
procedures that allowed students to progress to the next level of learning, that were success-
orientated and linked to the relevant curriculum area (Pennycuick and Murphy, 1988). Other 
groups such as ILEA (1984) concentrated on providing a leaving certificate for students 
based on a range of sources in addition to public examination results. The Hargreaves 
Report (ILEA 1984) provided strong evidence that assessment methods were a major factor 
in contributing to student underachievement. As Murphy and Torrance (1988) clearly state 
the dynamics of the developments "as soon as one attempts to break away from a 
traditional view of educational achievement, one is confronted with the need to make a 
similar break with traditional views of assessment". 
The shared purpose of these groups was "to work towards the creation of worthwhile 
goals which would give all young people a sense of achievement, which might be 
appropriately recognised" PRAISE (1988). 
These initiatives varied in approach and language, some leaving documents being 
called 'profiles' and others 'Records of Achievements'. The content of the documents also 
varied greatly. Similar variations occurred in the approach to formative assessment, 
emphasising the role of the form tutor. Others developed assessment structures based on 
explicit learning outcomes, 'criterion-referencing' as it became known. Mode 3 CSE 
developed continuous assessment and project work as part of the above system, and in some 
areas profiling started as a formative replacement of reports. In 1983 the DES published 
'Records of Achievement' concentrating on RoA for the less able and aiming at increasing 
student motivation. At the same time as these initiatives, the then Youth Opportunities 
Programme started to incorporate 'profiling' as part of their assessment procedures. In 
1984, Government and Education Authority interest was sufficient to allow for the 'RoA: A 
Statement of Policy' (DES 1984) which stated that RoA should be available for all school 
leavers by 1990. 
By this stage, it could be fairly stated that RoA had become an umbrella term to 
encompass a whole variety of approaches to formative and summative assessment. In 
addition, focus on student self-assessment, active learning methods, and alternative 
curriculum models also sheltered underneath this umbrella. In addition, the then Manpower 
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Services Commission, had started to allocate funds to RoA piloting through its Technical and 
Vocational Education Initiative (TVEI). 
To summarise, schemes were already in operation that were attracting funding. They 
included: 
a) Oxford Consortium for Educational Achievement (1982) 
b) Technical and Vocational Educational Initiative - TYEI (1982) 
c) Welsh Profile (1983) 
d) Northern Record of Achievement (1983) 
b) 1985-1988 - The Pilot Phase: 
Systematic piloting ofRoA took place from 1985 to 1988. The results of previous initiatives 
had indicated the need for support, both in terms of finance, LEA based structures and 
evaluation. In 1984 the DES, in partnership with LEA's, provided financial support for nine 
pilot schemes, amounting to over £2M per year. These schemes were either based on 
i) LEA's alone - Wigan, ILEA, Dorset, Lancashire, Suffolk and Essex or 
ii) Consortium - OCEA, East Midlands Record of Achievement Project (EMRAP) 
and the Welsh scheme, involving all Welsh LEA's. 
The Records of Achievement National Steering Committee (RANSC) was set up to 
monitor and evaluate these pilot schemes with the intention of creating guidelines for a 
national policy by 1988. For the purposes of this review, it is important to note that the 
deliberations ofRANSC were informed by a national evaluation project by the Pilot Records 
of Achievement in Schools Evaluation (PRAISE) team. This evaluation was based on 22 
case study reports and the 'interpretative' overview of the nine pilot schemes. In addition, 
the evaluation also highlighted student perspectives on some of the issues pertaining to RoA. 
These were in the form of student comments and responses to questionnaires carried out by 
schools or pilot schemes. 
The RANSC Interim Report (1987) and Final Report (1989) summarised the results 
of these pilot schemes and their evaluation. The reports distilled a set of principles and 
purposes that would underpin the development ofRoA. Even though no prescriptive 
guidelines were given by RANSC or PRAISE, there was strong evidence that the "most 
effective RoA had been those involving criterion-referencing, pupil-teacher discussion, a 
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systematic approach to diagnosis and goal-selling and student self-evaluation", (Day, 
1995). 
c) 1989 - The Current Stage: 
In 1990 the Government enforced circular 8/90 and, as a result, RoA became mandatory for 
all students. The emphasis, however, was on the summative document; some mention of the 
formative processes was made, but only as guidelines. 
At the same time, the development of the National Curriculum was initially based on 
the notion of criterion-referencing, and assessment and recording of specific skill levels was 
incorporated into its development. The use of the 10-point scale on each attainment target 
and its relation to GCSE grades did allow for examination boards to relate their syllabuses 
and assessment methods at 16 to specific criteria. Indeed, the Dearing Review (I993) opted 
for the retention of criterion-referencing and recommended further development of these 
methods for low-ability students. 
The current situation can be summarised as follows: the summative processes of 
RoA are now compulsory in the state sector of education, and the vast majority of students 
receive the National Record of Achievement at KS4, in addition to any examination results. 
This document has a minimum requirement: 
i) personal details and educational history 
ii) assessment results (or predicted grades) for National Curriculum subjects 
iii) list of qualifications and certificated achievements 
iv) information about other achievements 
v) a personal statement by the student outlining his or her progress and skills. 
Additions may also include summative statements about skills in each subject, based 
on formative evidence, statements for activities such as work-experience and community 
placements. These may be written by student, teacher or relevant supervisor. 
The scope of formative assessment of a wide-range of activities has also increased, 
and there have been considerable changes over the years in reporting methods, including 
target -setting, self-assessment, and negotiated reports within reporting procedures. The 
above aspects have also been developed within curriculum areas, as has the development of 
criterion-based learning and assessment. These issues are discussed later in this chapter; here 
it is necessary to state the uneven nature in which schools have developed formative 
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assessment and the political developments that have influenced this. The latest National 
Curriculum documents (DFE 1995), for example, have moved away from skills-based criteria 
in different attainment targets to more general subject descriptors for each NC level. 
To summarise, there has been a development of assessment methods towards a 
recognition of the importance ofthe feelings and attitudes of young people, and involving 
them directly in the assessment process. The particular focus for this research is to explore 
student perspectives on RoA, therefore, this review now concentrates specifically on the 
different aspects of RoA, the literature that has arisen in parallel to its development and the 
possible influences on student perspectives. 
2.2 Aspects of Recording Achievement 
In order to begin to evaluate student perspectives on RoA, it is necessary to outline the 
activities that they may experience and the skills they may develop as part oflife inside and 
outside school. 
A report on the curriculum and organisation of secondary schools by the Inner 
London Education Authority (1984) offers a good categorisation of the above aspects. 
Given that learning takes place inside and outside school, ILEA categorises learning 
processes as: 
"i) written expression, organisation of material, memorisation and similar academic 
achievements traditionally measured in formal examinations 
ii) practical skills, the application of knowledge, oral and investigational skills ... 
iii) personal and social skills ... communication and relationships ... not normally 
explicitly measured in traditional assessment 
iv) motivation and commitment, perseverance, self-confidence and self-image. " 
In commenting on the above, Broadfoot (1986) highlights the fourth aspect as "most 
fundamental to present and future success" for students. 
The actual situations in which the above aspects are recorded are also important. The 
Training Agency (Employment Department Group 1991) remarks that "the core of recording 
achievement is the process by which teachers/trainers/supervisors and their 
students/learners/employees jointly engage in reviewing, achieving and target-setting in order 
to develop self-knowledge and establish future needs and standards". 
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The methods used for the actual recording are varied. The PRAISE Extension 
Report (1991) gives three separate, yet inter-related levels ofRoA methodology, in broad 
terms, as: 
a) A range of documents developed for the purposes of recording and reporting 
pupils' achievements (both formative and summative). 
b) Specific processes and activities which have been developed to enable the recording 
of achievement, such as teacher-pupil discussions, target setting and review, 
pupil self-assessment, the preparation of statements and so on. 
c) A set of principles which can be applied to all teaching/learning such as 'pupil 
involvement and ownership', 'widening notions of achievement in all learning 
contexts', 'positive portrayal', 'description rather than grades', 'grounding 
assessment in evidence' and so on. 
Ifrelated directly to student experience, it can be said that students experience RoA through 
the following activities (PRAISE 1988): 
"pupil self-assessment 
pupil statement writing 
preparation of'interim-summative' documents 
target-setting 
teacher -pupil reviews 
preparation of summative documents 
unitisation of syllabuses, use of course-work profiles". 
The curriculum areas in which these activities take place can be either subject lessons, 
tutor-time or during a structured PSE programme. They may also take place as a result of 
activities outside school, either formally, e.g. work-experience, or informally, e.g. baby-
sitting. 
From the discussion of the various aspects ofRoA, it is clear that any attempt to 
elucidate student perspectives must involve the aspects of content, interaction, method and 
curriculum context. The main issue for this research, however, is how the pupils perceive 
and respond to the varied aspects of RoA and whether RoA are actually achieving their 
stated aims in relation to pupil perspectives. 
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2.3 Purposes for the Student 
The 'purposes for the pupil' outlined in the RANSC Report (1989) are set out in detail here. 
They inform the principles, purposes and methodology of the research and will provide one 
important context for the interpretation of the results. 
"1) Records of Achievement are for all pupils. It is important that they are designed so 
that girls and boys of all levels of achievement andfrom all social classes and ethnic 
backgrounds are given the opportunity to experience success and to develop pride in 
their achievements. Records of Achievement should offer to pupils a wider 
definition of achievement than that of purely academic success. 
2) Records of Achievement should help pupils to identify educational and personal 
goals which are both challenging and attainable, and to recognise t~eir success and 
achievement in relation to their own progress in this context. In this way Records of 
Achievement support principles which were reaffirmed in the reports of the Task 
Group on Assessment and Testing (TGA T) and which will underlie the national 
assessment arrangements. 
3) Records of Achievements should enhance pupils' motivation and commitment to 
their education by helping them to understand the purposes behind their work and 
assessment, and to plan action to develop both strengths and positive approaches to 
weaknesses. They should help pupils to develop initiative and the skills necessary 
for self-assessment and self-management, so that they can take increasing 
responsibility for their own learning and later on be better equipped to present 
themselves for selection and interview for jobs, training placements or courses of 
further and higher education; and later still, to manage their work in employment 
and evaluate their career performance. 
4) All schoolleavers should carry with them a worthwhile and positive statement which 
fairly recognises and reflects the range of their achievements and experiences. This 
should prove helpful when schoolleavers apply for jobs, training or forther 
education because it will extend the information available to those responsible for 
selection. .. 
The PRAISE Extension Document (1991) points to another important frame of reference 
to the research on student perspectives. "We are only now beginning to relate the rationale 
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behind RoA, which has evolved largely as a mixture of educational commOIl-sense, 
ideology alld experience, to the ma.\:~ of scientific research in the field of motivation, selj-
esteem and meta-cognition. While this research essentially confirms the rationales of 
RoA, it also justifies placing even more emphasis on the key issues of student attitudes, 
student confidence and student learning strategies, as the key to success, or otherwise, of 
RoA in promoting higher standards of learning. " 
Here, the student perspective on RoA is seen not only as of academic interest, but as 
a variable important in the actual development of the initiative. Therefore, evidence as to 
student viewpoint is important for evaluation of the impact of RoA in meeting its stated 
alms. 
The development ofRoA has been informed by research and evaluation. Issues 
raised by this research include sophisticated concepts such as the imbalance of power 
relationships between student and teacher, the purposes ofRoA if they are seen as methods 
for selection and surveillance; these are mainly sociological in their approach. Other issues 
are based on gender considerations, and also take into account the multi-racial composition 
of the student population; these are issues that are practical and arise directly out of on-
going evaluation. The key criteria for their inclusion here is the extent to which they 
highlight issues relating to student perception and the purposes of RoA for the student. 
Formative Issues 
One of the earliest pieces of research into student aspects of assessment focused on 
criterion-referenced assessment in the classroom (Black and Dockrell, 1984). 80 interviews 
with students in 3 schools showed that: 
1. assessment results should be fed back confidentially 
11. there were no real feelings of over-testing if criterion-referenced methods were used 
Ill. students "were much more aware of the way assessment was expected to relate to their 
learning". Students' concerns in this area were summarised as "summative assessment 
was seen as a source of anxiety for many students ... and irrespective of the assessment 
model on which they were working the pupils were concerned about embarrassment 
caused by peer comparison H. 
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These findings were supported by the RANSC Report (1989) on the numerous pilot 
schemes throughout the country. This stated that: "the evidence from the pilot work is that 
pupils and teachers ..... value discussion and that it is beneficial to pupil/teacher 
relationships, increasing teachers' awareness of pupils' needs and qualities, and boosting 
pupils' confidence." However, it also states: "Pupils, however, found difficulties in making 
assessments of themselves which are evaluative, rather than descriptive, and are strongly 
affected in their Judgements by their perceptions of teacher expectations, their views on 
what is socially acceptable, their anxiety not to lose face and a strong tendency to Judge 
their performance against that of their classmates rather than against external criteria." In 
summary, RANSC states that "the factors which are cn/cial to success are: the availability 
of clear and intelligible criteria which are related to the work in progress; the willingness, 
ability and confidence of pupils to be constntctively self-critical; and teachers' willingness 
to consider and act on pupils' views . .. 
Student viewpoints as summarised in PRAISE (1988) seem to support the above 
points, with regard to the formative RoA processes. A WJEC pupil survey recorded a 
generally positive response to RoA and review sessions. The Suffolk evaluation data 
suggested further that, "pupils found reviews helpful for 'setting targets' and 're-thinking 
about oneself"'. 
The problems in this area include evidence of demotivation of students when they 
were involved in formative recording that required extensive writing. In addition, some 
students felt some approaches to be intrusive and that they were under constant scrutiny. 
In the area of reviewing, the WJEC survey showed initial nervousness of the student, 
plus a lack of confidence in what actual personal qualities were to be recorded, especially if it 
was teacher-centred and did not include dialogue with the student. 
The main problem area mentioned in PRAISE is that of 'power' in the review and 
negotiation process. In one sense, there is support for the process as empowering students. 
Evidence that RoA enhances motivation and independence (especially in relation to 
developing an internal locus of control) comes from Wheatley (1988) in her retrospective 
evaluation of the OCEA pilot in Leicestershire. She finds that "there are signs which 
indicate that the combined effect of all the aspects inherent in (or implied by) the 
assessment frameworks .... working together even at a basic level, is to give students a 
genuine sense of having (some) control-power to influence their achievement5 - over their 
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learning." This conclusion is backed up by strong documentary evidence from both students 
and teachers involved in the pilot. Underlying theoretical notions such as locus of control are 
also discussed by Wheatley, with the notion that students are able to develop an internal 
locus of control if involved in assessment frameworks that allow responsibility, choice and 
decision making. 
However, there is the question of what methods teachers should use to enable the 
above to take place. Mary James (1990) explored the issue of negotiation and dialogue in 
student assessment, and teacher appraisal. Using excerpts from videod one-to-one review 
sessions leading to student self-assessment she raises the issues of power and authority. She 
states that "i/the problem is unequal distribution of power, with students relatively 
powerless, then it can be argued that the need is for structures or procedures that will 
create a better balance ". It is obvious from the transcripts that teacher domination, 
however subtly, is taking place, but J ames neatly offers a solution to this and the tension 
between summative and formative recording. It should be clear to both parties whether the 
recording is for developing mutual understanding or preparing accounts for public 
consumption. Different procedures and descriptors should be used. The formative dialogue 
should include discussion of boundaries, facts, interpretations and judgements. The 
summative negotiation should include ownership, currency, access and release. The real 
relevance of this research is in the clear demonstration of power imbalance, and the offering 
of strategies to overcome this imbalance. 
Phillips (1989) surveyed 91 students from 4 different schools and showed that pupils 
were highly sensitised towards issues such as "student/teacher relationships, confidentiality, 
secrecy and privacy, motivation and control." His findings re-inforce the concerns of 
James, and his conclusion was that "trust, and actions which re-inforce trust between 
teachers and pupils, plays a key part in enSllring the development of worthwhile 
interpersonal relationships." He also identified a tendency amongst students to consciously 
restrict their choice of subject matter in personal recording to prevent negative teacher 
reactions, and through them, parental responses. "Motivation" he concludes "comes from 
within. Authority cannot impose it from outside." Although it used a small sample and 
concentrated on the diary form of personal recording, Phillips' survey is of great interest in 
that it shows firstly that pupils can and will articulate serious responses to RoA, and secondly 
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that in responding they raise the issues that provide the key background to the present 
research. 
Another formative aspect that has been researched is the relationship between RoA 
and 'traditional' reporting methods. Jepson and Carroll (1991) set themselves a clear 
objective in surveying, in a structured manner, the responses of 416 students towards a RoA 
system in Physical Education. In their research "questions were devised around areas which 
had prompted the introduction of RoA, issues SI/ch as motivation, learning, pupil 
involvement, teachers and teaching." As 1 st, 2nd and 4th years had RoA and 3rd years 
received traditional reports only, comparisons could be made. Even allowing for Hawthorne 
effects and some threats to external validity, there were significant responses of a positive 
nature to the statements in favour ofRoA. Interestingly, the girls showed a lower but 
positive response, but the authors conclude that "such overwhelming results must lead us to 
conclude that RoA is a much better system than reports." Again, although the research 
shows pupils as significantly in favour of the RoA process, the importance lies in the ability 
of the students to understand and comment on the principles underpinning recording 
achievements. 
Summative Issues 
The PRAISE (1988) evaluation pointed to a general student embracement of the final 
document. The WJEC survey found 78% of students liked the summary document. Suffolk 
pupils felt it would help with job interviews and entry to FE. A significant finding by 
OCEAlCoventry extended the notion that "it was good to look back upon, allOWing the 
pupils to get a clearer sense of their own identity" by stating "it gave new impetus to 
recording, almost it seemed because students realised the possibilities it represented". The 
PRAISE Report concludes that the summative document has the currency of being "an 
impressive and apparently useful product which the young person can take awqy from 
school and which will help them in the world of college and employment". 
A qualification to this positive response by students is the need to educate teachers to 
recognise achievement and success, and that, to quote with reference to Wigan LEA, "the 
traditional structure and management of many of their establishments" militated against 
RoA philosophy. 
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Indeed, much of the literature on RoA highlights further problems with the 
summative document and process. Firstly to define the areas, MacIntosh and Hale (1976) 
point to the following purposes of assessment: 
i) diagnosis 
ii) evaluation 
iii) guidance 
iv) grading 
v) selection 
vi) prediction 
It seems plausible to say that the RoA movement concentrates on the first 3 elements, 
whereas more traditional methods concentrate on the last three elements. Hargreaves (1988) 
states "in RoA we have a system designed to enhance pupil motivation, but without any 
political or professional discussion and agreement about what pupils are being motivated 
towards, " and warns "motivation, that is, becomes transformed from a process of 
educational encouragement to a strategy of social crisis management." In quoting, 
Hargreaves, Murphy and Torrance (1990) assert that "choosing between alternative 
approaches to assessment usually means choosing between different curriculum emphases. " 
Even though, as seen previously, RoA may improve motivation and control for students, they 
may, through summative processes and uses, work against student motivation and control. 
Hargreaves (1988) states clearly the possible ambiguities in the purposes of recording 
achievement. He summarises them as a series of dilemmas between, as he puts it, motivation 
versus selection, and independence versus surveillance. He argues that the key issue is the 
types of systems that are employed and sets up a stark contrast "between a system which will 
define, declare and strengthen young peoples' identities and independence on the one-hand, 
or a system which will trim and tailor those identities to the requirements of efficient 
employer selection and systematic social control on the other. " 
He criticises the DES statement (1984) for blurring the form and extent pupil 
involvement should take, and voices concern about control and manipulation of personal 
recording. As far as this review is concerned, lack of evidence for these assertions seems a 
key omission; however, the PRAISE (1988) and RANSC (1989) evaluations, for example, 
do assume that RoA will "prove useful in selection for jobs .... " 
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Major concerns are also highlighted by Hadley (1991). Drawing on a variety of 
references, she points to the possibility ofRoA providing "afomm in which the 
assumptions, expectations alld vallle judgements which in the past have had such a 
detrimental effect on the life-chances of some of our children, will continue to blight their 
futures. " She posits that children oflow self-esteem or socially disadvantaged will still be 
vulnerable in a process of personal recording, particularly in the context of disclosing social 
and emotional problems. She also goes on to raise questions of stereotyping with regard to 
gender and culture and feels that there is a danger that the "entire RoA process, far from 
expanding the concept of achievement, will merely serve to re-inforce the old values alld 
preserve the accepted criteria for success and failure." She concludes with a re-statement 
ofthe selection issue and says firmly "the accusations of exploitation of RoA/or the 
purposes of social control and the preparation of a passive, pliable, work-force seem to 
hold some credibility in the light of the coupling of RoA with ..... work and training related 
initiatives. " 
2.4 Issues of Gender, Race, Ability and Social Class 
Students experience RoA processes in a variety of forms and situations. The student 
population, however, is not homogeneous, and students are differentiated according to 
gender, race, ability and social class. It is therefore necessary to review research, evaluation 
and theoretical discussion relating to this area. To separate these aspects is difficult; gender 
and ethnic differences are clear and identifiable, whereas classification of students by ability 
and social class does rely on a series of priori judgements. As the research is concentrating 
on the students' own perspectives, gender and ethnic origin considerations form the main 
basis of this section. 
The PRAISE Report (1988) states that evidence is slowly beginning to emerge of 
substantial differences between pupils oj different sex, race and a priori attainments in their 
approach to RoA ". Previously RANSC (1989) had stated "there is evidence that, in 
practice, RoA could widen the gap between advantaged and disadvantaged" and 
furthermore "where pupils are vulnerable hecause of low self-esteem, lack of maturity and 
low attainment, there are particularly difficult ethical questions arising from the disclosure 
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of social and emotional problems in the context of discussions about recording 01lt of 
school experiences". Other research highlights these differences according to: 
i) gender 
ii) ethnic origin 
iii) ability 
i) Gender 
The Wigan Review reported that girls were regularly underestimating their 
achievements when assessing themselves. ILEA felt, moreover, that girls are more likely to 
allow their abilities and achievements to go unrecognised and even to undervalue them. 
Within a summative context there was evidence of teachers concentrating on passive roles 
for girls, with a limited approach to their career expectations. 
In terms ofRoA compilation, however, an evaluation of the first London RoA 
(PRAISE 1988) showed that girls were more successful than boys in compiling evidence of 
achievement, and included more reference to family responsibilities and charity work. 
Further, ILEA found that girls responded well to the opportunities to write discursively 
about their work and to enjoy discussion with peers and teachers. 
This evidence of gender differences from the PRAISE report has been re-affirmed in 
some contexts implicitly related to RoA. Foskett (1989) suggests that his results showed 
differences between female and male students in the ease with which they talked about 
themselves, with boys scoring higher. A SEAC report (1992) provided evidence that female 
students are advantaged in statement writing and preparation. Kearns (1989) indicated that 
there were some differences in the ways in which male and female career aspirations were 
represented. Burchell (1995) provides a synopsis of all the above issues and states that "in 
the review situation it seems important that teachers recognise the potential impact of their 
feedback and develop strategies of listening and questioning that serve to encourage female 
students to see their achievements positively and rely more on their judgements of these 
achievements ". More specific recommendations are discussed in the final chapter. 
However, one clear result from Farrell (1991) is that girls seem to value the motivational 
elements of RoA higher than boys. 
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ii) Race 
Little mention of ethnic origin was made in the PRAISE evaluation results. 
However, language was an issue, and "experience has shown that for students and their 
families whose first tongue in not English. preparing the student (summative) statement in 
their mother tongue has been a positive and significant experience ", The RANSC Report 
points to problems in this area. It states "research evidence suggests that where 
stereotyping relating to particular ethniclculturallclass characteristics exists, this can result 
in different and often pre-determined expectations which may adversely affect the 
recognition of a pupil's achievement", In extending this issue to the balance between 
academic and outside school recording, Hadley (1991) asserts that as "black and bi-lingual 
candidates have not just to be qualified, but better qualified than most, extra-curricular 
attainments will count for little unless they accompany curricular attainments ", Gibson 
(1989) posits that if students 'feel their bi-lingualism and bi-culturalism are not valued, it 
will unfavourably restrict their statements about their achievements, If their perception is 
that the audience is unsympathetic, it will block their freedom of expression ", The final 
point relates to schools themselves, As Green and Cockett (1995) assert, parents from ethnic 
minorities might say "how can the school recognise the achievements of our children? To 
do that there would need to be a deeper understanding of our cultures andreligions", For 
example, one religious approach might involve the statement "RoA encourages pride in 
oneself, pride is not to be encouraged, humility is to be valued", 
iii) Ability 
Although students' abilities clearly do differ, defining and assessing such differences 
is difficult and fraught with value jUdgements, Indeed many schools involved in the PRAISE 
evaluation did not comment on the issue of pupil differences, It is clear, however, that if 
RoA is based solely on academic performance, it will not engage all students, 
An evaluation of the NPRA for Sefton LEA (FarreIl1991) did find, however, that 
when asking students for their viewpoints centred round the four purposes ofRoA (DES 
1984), significant differences were noted between upper and lower sets of pupils, with those 
in lower sets more interested in RoA. Wigan LEA reported that higher ability students were 
disaffected with the formative processes, but increased their view of the importance ofRoA 
when compiling and viewing summative folders. 
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2.5 Conclusions 
Aspects ofRoA have been increasingly clarified, as have been their educational 
purposes. In concentrating on their purposes directly relating to the student, there is 
evidence that they go some way to meeting these purposes. There are, however, 
contradictory findings in many of these areas, and significantly different results when issues 
such as gender or ability have been raised. Furthermore, there is disagreement among 
educationalists about the relative importance to be attached to the formative and summative 
purposes ofRoA and factors such as criterion based assessment, outside school recording 
and teacher-student negotiation. 
Research directly involving students has taken place and it has played a part in LEA 
evaluations (particularly Suffolk, ILEA, Sefton and Wigan). The next chapt~r outlines a 
conceptual framework that allows for student perspectives on the above issues to be 
highlighted. 
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Chapter 3 
Conceptual Framework 
The previous chapter outlined and summarised the literature with regard to the 
development of Records of Achievement. It has covered the theoretical issues raised by 
prominent educationalists, the evaluative studies undertaken by bodies such as PRAISE and 
the research that has taken place up until the present. To restate the conclusions of the 
PRAISE extension, further research should have' even more emphasis on the very issues of 
student attitude, student confidence and student learning strategies'. The purpose of this 
chapter is to outline and elicit the key issues in the conceptual framework that underpinned 
the research project. 
The structure of this chapter is as follows: 
1) a restatement of definitions of RoA 
2) a consideration of the factors influencing student perspectives ofRoA 
3) a description of a conceptual framework for the research, with the 
implications for the methodology employed. 
3.1 A Restatement of Definitions of RoA 
We can define recording achievement as having taken place if one or more of the 
following have taken place: 
a range offormative and summative documents have been developed for the 
purposes of recording student achievement. 
11 a set of specific activities and processes have been developed to enable recording 
achievement to take place. 
11l a set of principles has been applied to teaching and learning that involves the 
main features of recording achievement outlined previously. 
IV teachers and learners have jointly engaged in recording achievement and target 
setting in order to enhance self-knowledge and establish future needs. 
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3.2 Factors Influencing Student Perspectives of RoA 
Introduction: 
It is fair to say that students have encountered the above, either partially or 
comprehensively in the vast majority of secondary schools in the United Kingdom. They 
have experienced RoA in a situation of growth and development, and they have been 
recipients through their direct contact with all aspects of a school's curriculum. To define, 
therefore, the factors that may have influenced their perceptions we need to consider: 
the external factors influencing the growth ofRoA in schools 
11 the internal factors influencing the school's own development in the 
areaofRoA 
111 the factors concerning the students' actual learning and development as a 
result of their involvement in RoA. 
In order to research into student perceptions of RoA, it is important to consider each 
of the above factors. The factors can be considered as complex, inter-related entities that are 
often contradictory in influence. Given this, the perspective of this research is not to pre-
determine the inter-dependency and influence of these factors, but to provide the context for 
researching students' perspectives in relation to the factors relevant to them, coupled with 
research into their school's response to these factors. 
i) External Factors 
a) Records of Achievement have been supported by a range of government funded 
agencies. In addition, resources have been made available via initiatives such as 
TVEIITRIST. 
b) There has been legislative action taken to support the development ofRoA. 
Some action has been quasi-legal, i. e. advisory and non-statutory, and expressed 
through DESIDFE and HMIIOFSTED, but other actions have been 
mandatory such as the NRA and the training objectives of the Employment 
Department. 
c) Local Education Authorities have responded to RoA initiatives in a variety of 
ways. There have been varying degrees of prioritisation of pilot schemes, advisory 
input, authority-wide principles and resource allocation. In addition, since the 
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introduction ofLMS, there has been a varying degree of autonomy given to schools 
in areas such as curriculum development and INSET provision. 
d) Progression between institutions has influenced a school's development, either as 
recipient schools or feeder schools. The existence ofRoA at one institution has 
influenced the development at the next, or previous, institution. 
e) The national curriculum developments, such as GCSE, CPVE, BTec, GNVQs and 
the National Curriculum, particularly with regard to criterion-referencing, target-
setting and achievement levels, should also be considered as important external 
influences. 
t) Finally, the previously mentioned issues of, for example, low student motivation 
and the development of youth training, must not be ignored in the above 
considerations. 
The above categorisation is neither definitive nor exhaustive but will provide an important 
context in which results of research will be evaluated. Some factors have already been 
evaluated and researched (pRAISE, RANSC). It is not only that they are inter-related, but 
that even the most simplistic causations are often negated in real life. For example, a 
predicted correlation between involvement in a pilot scheme and enhanced progress in 
developing RoA systems does not stand up to even cursory verification. They are however, 
important, in that they provide a context for this research in that schools, and consequently 
students, will have been influenced by them in some shape or form. Another cautionary note 
here is that it has been argued that some schools have developed RoA in the absence of 
external pressure, and indeed, in opposition to the influences and recommendations of 
funding bodies and LEA's. 
ii) Internal Factors 
The above summary of external factors, however, leads us to the important notion of 
comparative development. It is fair to assume that schools have responded to these factors 
in a variety of ways. Consequently the students will have met RoA in differing guises. 
Therefore it is plausible to assert that the differing school responses have affected the student 
perspectives in some way. Therefore the next step is to concentrate on the internal factors 
affecting the school's development ofRoA. 
26 
a) Senior Management (including Governors, Head Teachers and Deputy Heads) 
have played an important part in the school's development. Their support, 
knowledge and commitment with regard to recording achievement is an important 
factor, as are the decisions taken by them, in the course of development, particularly 
in response to the external factors. 
b) The philosophy and ethos of the school is an important influence. Furthermore, 
the ability of the school to translate policy and principle into practice, and to 
consistently evaluate this practice would be a major factor. 
c) Within the above context, the range ofresources available to the school will 
influence development. Its ability to direct resources to RoA innovations, the 
number of trained and committed staff willing to support developments, and 
the INSET programme of the school, become important from this viewpoint. 
d) Given the above restraints, most schools have initiated pilot schemes, so 
consideration must be given to the school's ability to broaden innovations from 
targeted year groups or subject areas. Successful development from pilot to whole 
school implementation may be dependent on the emphasis given to team work, 
participation structures, the flow of information between teams, the existing 
methods of learning and assessment and the degree of evaluation that took place. 
The relative importance of the above, as mentioned previously, was not the focus of this 
research. However, internal factors provide the basis for case studies of different schools. 
Information regarding the above can be regarded as ex-post facto, and elicited from sources 
such as accreditation reports, LEA evaluations, OFSTEDIHMI reports and staff (particularly 
senior staff) responses to questionnaires and interviews. Another approach, cross-sectional, 
would be to construct institutional indicators that distil relevant factors with a specific RoA 
context. These indicators could be, for example, percentage of students involved in RoA, the 
resources allocated to RoA in a financial year, what post-holders have RoA in their job 
descriptions and so on.' 
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iii) Student Factors 
Students are the recipients of recording achievement practices in schools. They are 
also, rightly, at the centre of the rationale underpinning the development ofRoA, the subjects 
of the controversy over many issues raised in the review ofliterature, and the primary focus 
of this research. Therefore the following factors relating to student perception ofRoA and 
associated issues are considered: 
a) Understanding assessment and learning: do students, as a result of their 
participation in RoA, now understand the criteria upon which their learning sessions 
are based, and similarly do they understand the assessment criteria employed by their 
teachers? In more direct language, do they understand what their marks and grades 
mean, and can they perceive future targets for further development? 
b) Locus of control: are students starting to develop an 
internal locus of control as a result of their association with the processes of recording 
achievement and do they understand and have the ability to connect up the rationales 
behind these processes? Are students able to move beyond response and perception, 
and as a result internalise and define progression, inter-relatedness and hierarchy, in the 
concepts that are taught and assessed? Again, in more simple language, at the end of a 
learning session, can students recognise the outcomes of their learning, and generalise 
these outcomes in a subject specific or cross-curricular context? Moreover, are 
students developing a knowledge of the vocabulary of assessment and pedagogy as they 
perceive it, and is it shared with their teachers? 
c) Affective responses: what are students' emotional responses 
to RoA processes and products? Do they feel in control of their own learning and are 
they happy and relaxed about new assessment methods, such as self-assessment? In 
dialogue with their teachers, do they feel equality of partnership, and have they 
developed trust and confidence in their teachers as a result? Has RoA improved student 
motivation? 
d) Personal skills and inter-personal skills: what has been the influence of recording 
achievement in the area of personal skills? In reviewing, recording and summarising 
learning and activity have students developed empowering personal skills, such as 
target-setting, action planning, and self-criticism? In the course of developing 
summative statements have students improved self-awareness and personal presentation 
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at a crucial point of transition in their life? Further, has student use of summative 
documents for interview purposes, either for work-experience and part-time 
employment, or for further education or youth training, helped develop their interview 
and general inter-personal skills? Have teacher/student dialogues assisted the student in 
developing communication and empathy skills, and have activities that involve personal 
recording helped develop group skills in general? 
The above discussion of student factors provides a sound basis for designing research 
methodology and instrumentation. As providing a framework for investigation of student 
perception, the factors also offer scope for comparative study. They are however, 
conceptually indistinct, wide-ranging, and are not defined sufficiently to enable any direct or 
indirect analysis of student viewpoint. However, if simplified into a series of questions, they 
may provide a series off actors that we could consider as implicit to student attitudes, and 
may be distilled using an appropriate methodology. Therefore, the questions may be asked 
more specifically: 
I. do students relate formative recording, skills development and summative recording as 
part of a whole process? 
11. do students value equally the different aspects of their life as reflected in RoA? Is there 
equal value for academic achievement, specific skills development and 'outside schools' 
based recording? 
111. do students share the belief that RoA is a life-long process, involving target-setting for 
personal and professional development, and a specific transfer document at specific 
stages in life? 
IV. how do students perceive others involved in the RoA process, and what is the 
importance of school, teachers and parents in the process? 
v. do students see RoA as empowering them with personal and social skills, and helping 
them develop self-awareness? 
VI. do students see RoA as motivational and confidence building? 
VII. how do students value self-assessment, teacher assessment, and negotiation as integral 
parts of the RoA process and what is the role offairness and trust within this process? 
It is, however, difficult to relate student viewpoints directly to factors resting on 
educational theory and research. We can, of course, access opinion on the processes that do 
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take place in schools, involving curriculum time, such as summative statements, and 
formative recording. They encompass different subjects, and involve the pastoral curriculum 
and outside school activities. In addition, they will involve some degree ofteacherlstudent 
negotiation and target-setting. These factors are grouped together below under six broad 
categories (pRAISE 1988). These categories describe the main ways in which students 
explicitly experience the delivery of RoA in schools. 
i) Self-assessment: These activities have been an integral part of most RoA 
systems in the pilot phases, and many have been retained. They have been curriculum-based, 
particularly in the development of reporting systems; they have been based on personal 
recording, either of a formative nature in Personal and Social Education and curriculum areas 
or as part of the summative document as a Personal Statement. Most systems involve 
students writing short statements or longer paragraphs (by hand or using IT) in response to 
initial prompts. Some pilot schemes also developed the use of other media, such as cassette 
recordings and video. Curriculum self-assessments, agreed by teachers, have also been part 
of summative documents. 
ii) Summative processes: Summative processes and documents were developed 
in most pilot schemes and these provided the impetus for the development of the National 
Record of Achievement. The processes have varied greatly, dependent on the format of the 
final document and the nature of formative recording already performed, with the NRA 
providing the basic format for most schools. The documents have been used as personal 
documents, the pride and joy of the student; they have been used as transfer documents to 
the next stage of schooling or training, and as preparatory documents for job interviews and 
subsequent career development. 
iii) Criterion-based recording: This has provided the basis for many schemes and has 
been strengthened by the development of the National Curriculum, the separation of each 
subject into attainment targets and the corresponding level descriptors in each AT. Students 
are given access to the skills necessary to achieve in each relevant subject area. This 
information is often translated into user-friendly language in order to aid student 
understanding. The development of the National Curriculum has focused both teacher 
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assessment and standardised national assessment on objective and criterion-based methods, 
with recording of results based on specific achievements of the students, that are fed back to 
them; this is done continuously in some schools, and is compulsory at each key stage. 
iv) Teacher/student negotiation: This occurs regularly as part of both formative 
and sumrnative processes. The scope varies greatly, from informal, continual feedback and 
dialogue in the classroom, to formal negotiation of summative documents, including reports. 
Although the interaction is referred to by many as negotiation, the literature points to the 
deeper issues surrounding the area, such as the imbalance of teacher/student power 
relationships, and degrees of confidentiality and objectivity. The above interactions occur 
both in curriculum-based recording and personal recording. 
v) Target-setting: The notion of target-setting is implicit in the 
above aspects, but has been made increasingly more explicit as RoA has developed. Target-
setting opportunities have arisen as a result offormative curriculum-based recording as 
students set new targets for development based on assessment results. Furthermore, 
reporting and pastoral processes have allowed for further, overall target-setting, based on 
cross-curricular skills development or general behavioural and motivational aspects. Target-
setting has also become an important part of Careers Guidance and the transfer to training 
and the world of work. 
vi) Outside-school activities: Many pilot schemes employed approaches that 
enabled students to record outside-school activities. These have ranged from general 
sporting achievements, through skills-based certification, to general recording of family 
responsibilities and part-time employment. This aspect has involved formative recording and 
is an important section of the NRA. 
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3.3 Conclusion 
The intention of this conceptual framework has been to develop the aspects ofRoA 
into the structured format that provided the basis for the research methodology. 
The factors on which student perspectives may be based can be considered, initially, 
as implicit. This is because they involve a combination of different facets ofRoA, as 
evidenced, for example, by the RANSC 'Purposes for the Pupil'. However, students do 
experience RoA in a variety of different situations in school; these can be more readily 
differentiated under the six explicit categories. 
Moreover, as schools have developed RoA in different ways and at a different pace, a 
student's perspective may well have been influenced by the internal and external factors 
underpinning their school's development ofRoA. 
Finally, it is important also to consider the possible influences of gender, ethnic 
origin, ability and social class (with the provisos mentioned previously in Chapter 2). 
The research design process, therefore, concentrated on developing a methodology 
with the following purposes: 
1. to elicit student perspectives on explicit RoA categories 
ii. to gain information from participating schools relating to external and internal factors 
Ill. to facilitate case studies of participating schools, relating student perspectives to the 
specific characteristics of the school 
iv. to allow for the comparative analysis of results by school, gender and year group 
v. to involve students from schools in different demographic locations 
vi. to allow for the results to be considered in the light of issues raised in the review of 
literature. 
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Chapter 4 Methodology 
4.1 Summary of Methodology 
The research project was structured in the following way: 
1) A questionnaire was designed to enable students to respond to statements related to 
RoA categories. This response would be on a scale of 1 to 5 to indicate level of 
agreement. 
2) In addition, space was made available for students to make their own comments on 
RoA. 
3) A school Descriptor Document was designed to obtain information from sample 
schools about relevant internal factors. 
4) The two instruments were piloted at a 14-18 Upper School in Leicestershire. 
5) The results of the pilot were evaluated, and the student questionnaire amended 
accordingly. Some minor changes were made to the school descriptor instrument. 
6) Four schools were selected to take part in the research. These schools covered three 
Education Authorities, had different histories ofRoA, different internal factors and 
catchment areas from a range of demographic locations. 
7) The research took place, with specific personnel in each school working jointly with 
the researcher in administering the questionnaire. The School Descriptor Documents 
were completed by an appropriate person at each school. 
8) The results were analysed numerically using Supastat and SPSS-X and tabulated in 
different ways to assist in analysis and discussion. 
9) The comments section responses were differentiated according to their depth and 
relation to RoA categories. The specific responses were compared with statement 
scores to confirm internal validity. 
10) The questionnaires were analysed for each school separately and related to information 
from that school's School Descriptor Document, to produce four school case studies. 
11) Differences among the Case Study schools were analysed using two school 
compansons. 
12) The questionnaire data was analysed to discover any overall pattern of student 
response including differences relating to gender and year group. 
13) The data was factor analysed to explore possible underlying student constructs. 
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4.2 Instruments 
The research methodology was based on a student questionnaire. In addition, a 
school descriptor document was produced to provide background from a participating 
school. 
a) Student Questionnaire 
The purpose of the student questionnaire was to elicit student responses to a series of 
statements based on the explicit categories mentioned previously. In addition, students 
would have the opportunity to make comments, in an open-ended section, on their view of 
RoA. 
The questionnaire design was based on a review of previous instrum~ntation used in 
educational research. 
An instrument needed to be designed that enabled students to respond to issues 
surrounding RoA. Rosenberg (1964) used an instrument to measure self-worth in students. 
It is relevant here in that the statements used were clear, and related to single issues, and it 
had a high level of reproducibility. In responding to the statements, students had four 
choices, varying from 'strongly agree' to 'strongly disagree'. Similar instruments, using 
wider scales, such as those developed by Kilpatrick and Cantril (1965) were interesting in 
that the actual statements used had been initially elicited from working with young people. 
The use of numerical scores enabled the results to be easily analysed, and for responses to be 
ranked, as well as summarised for each individual. 
It was decided to use a ranking system of 1 to 5, indicating a spectrum from 'strong 
agreement' to 'strong disagreement'. Furthennore, as Cohen's School Opinion 
Questionnaire (1974) indicates, strong emphasis would be laid on confidentiality, as students 
would be commenting on aspects of their direct interactions in school-life. In addition, due 
attention was paid to the evidence that responses to such a ranking system may contain bias, 
particularly when working with young people in a school. 
Furthennore, space was left for a students' comments section. This would provide 
important documentary evidence and qualitative background to the scores given by the 
students. 
The design process involved the following. Firstly, fonnative and summative RoA 
documents were reviewed, along with materials such as prompt sheets and statement banks. 
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Secondly, 50 statements, using personal terminology, were distilled from the review. Thirdly, 
the statements were evaluated; the main criteria being readability, comprehensibility and 
association with the 6 RoA categories. At this stage, the number was reduced to 24 
statements, both positively and negatively phrased. Examples of deletions were: 
"J never worry about my work" - this was rejected because of its imprecise wording, as most 
people worry about their work anyway. 
"J work well at home or in the library" - was deleted as it combined two issues not really 
related to the explicit categories and not necessarily synonymous. 
"J use a personal folder to record my achievements" - was seen as more relevant to school 
factors as opposed to student viewpoints but was included to test student responses in the 
piloting stage. 
Finally, the questionnaire was piloted (see next section) and changed to the one shown 
overleaf (Figure 1). 
In summary, after piloting, the important features of the final questionnaire are: 
i) the simplicity of the language 
ii) the clear instructions for completion 
iii) the guarantee of confidentiality 
iv) the general tone of politeness and partnership 
v) the use of positive statements 
vi) a 1 to 5 scoring scale 
vii) a reasonable amount of space for comments 
The actual statements used are connected to the relevant explicit categories as follows: 
i) Self-assessment: 
I enjoy recording my achievements 
I like writing my self-assessments 
I enjoy writing about myself 
I find it easy to describe my personal skills and myself as a person 
ii) Summative documents: 
I expect to use my RoA in the future 
My final RoA will give an accurate summary of my skills and knowledge 
My parents know about and understand RoA 
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TUTOR GROUP MALE/FEMALE 
Please answer the following questions by circling the number 
that is most true about you. 
The scale goes from 5(very true) to l(totally untrue) 
If you do not understand any statement please ask the 
supervisor. 
Your replies are confidential and will not be seen by anyone 
at school or at home. 
We hope you find this an interesting exercise. Thank you for 
your co-operation. 
Not true 
Mostly untrue 
Scale: 1 
2 
3 
4 
5 
Sometimes true, sometimes not 
Mostly true 
True 
Not 
I enjoy recording my achievements 
I feel in control of my schoolwork 
The school values my activities 
outside school 
I am able to explain what my skills are 
in different subjects 
I like writing my self-assessments 
Recording achievement helps me try 
to improve my grades 
I think it is important to discuss 
my work with my teacher 
I know what targets I need. to set 
to improve my grades 
The lessons in which I record my 
subject achievements are important 
to me 
I like praise from my teachers 
I enjoy writing about myself 
I understand what my marks mean 
and what skills I am learning 
My teachers treat me fairly 
true True 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
I take responsibilty for my work 
and progress 
Not true 
1 
My teachers read my self-assessments 
and agree with them 
If I plan ahead I work well 
I expect to use my Record of Achievement 
in the future 
My parents know about and understand 
Records of Achievement 
In my lessons I set targets to improve 
my grades 
I find it easy to describe my personal 
skills and myself as a person 
Recording my outside-school activities 
is important to me 
My final Record of Achievement will give 
an accurate summary of my skills and 
knowledge 
My teachers listen to my point of view 
1 
1 
1 
1 
1 
1 
1 
1 
1 
2 
2 
2 
2 
2 
2 
2 
2 
2 
2 
3 4 
3 4 
3 4 
3 4 
3 4 
3 4 
3 4 
3 4 
3 4 
3 4 
True 
5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
In the space below please sum up your views about Records of 
Achievement 
THANK YOU 
iii) Teacher/student negotiation: 
My teachers treat me fairly 
My teachers listen to my point of view 
I like praise from my teachers 
My teachers read my self-assessments and agree with them 
I think it is important to discuss my work with my teacher 
iv) Outside-school activities: 
The school values my activities outside school 
Recording my outside-school activities is important 
v) Criterion-based recording: 
I understand what marks mean and what skills I am learning 
The lessons in which I record my subject achievements are important to me 
I am able to explain what my skills are in different subjects 
vi) Target-setting: 
I feel in control of my school work 
I know what targets I need to set to improve my grades 
Recording achievement helps me to try to improve my grades 
In my lessons I set targets to improve my grades 
IfI plan ahead I work well 
I take responsibility for my work and progress 
There is an overlap between some categories, although the balance across the 
different categories is reasonable. 
The final document contains a random mixture of statements, to emphasise for the 
student that there is an inter-relatedness between the different ways in which they encounter 
RoA. For a discussion of the problems inherent in using questionnaires with schoolchildren, 
and the caution needed when interpreting questionnaire responses, see Section 4.7b and 4.7e. 
b) School Descriptor Document (Figure 2) 
The purpose of the School Descriptor documents, shown interleaved, was to elicit 
appropriate information from each sample school, and to provide a basis for inter-school 
comparison. 
36 
-SCHOOL DESCRIPTORS 
SCHOOL: 
AGE RANGE: 
CONTACT PERSON: 
SAMPLE GROUPS: 
RECORDS OF ACHIEVEMENT-PROCESS: 
RECORDS OF ACHIEVEMENT-SUMMATlVE: 
MANAGEMENT PROCEDURES: 
COMMENTS: 
SUMMARY: 
DATE: 
The design process rested on the following logic. General information relating to 
school organisation, management or ethos, or historical information as to the development of 
assessment and RoA, for example, would illuminate the influence of external and internal 
factors. However, the main focus of the research was implicit and explicit factors relating to 
student viewpoint of RoA issues. Consequently the interface between internal factors and 
student responses to explicit RoA situations and processes was the appropriate focus for the 
instrument. 
A parallel consideration was the need for specific information that would ease 
potential organisational difficulties, such as sample group names and contact people. 
The final document is interleaved. To summarise: 
i) It was aimed at school managers with responsibility for RoA 
ii) Guidance for completion was given by the researcher in discussion with the 
manager 
iii) The structure obtained information on 
a) RoA processes - formative 
b) RoA processes and documents - summative 
c) Management procedures relating to RoA 
d) Comments - with regard to the above, and previous developments 
e) Summary section - a more subjective evaluation by the RoA manager 
4.3 The Pilot Study 
The purpose of the pilot study was to trial the instruments and to move towards a 
possible operational method for the research. The three parts of this are: 
a) Pilot study - description 
b) Results 
c) Evaluation 
a) Description 
The pilot study took place at a 14-18 Upper School in Leicestershire. Two mixed 
ability Year 11 groups responded to the questionnaire in a 40 minute time-slot during 
a Personal and Social Education lesson. 37 students took part, 20 boys and 17 girls. 
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NAME MALE/FEMALE 
YEAR 
please answer the following questions by circling the number 
that is most true about you. 
The scale goes from 5(very true) to l(totally untrue) 
If you do not understand any statement please ask the 
supervisor. 
Although you are asked to put your name,your replies are 
confidential and will not be seen by anyone at school or at 
home. 
We hope you find this an interesting exercise. Thank you for 
your co-operation. 
Scale: 1 
2 
3 
4 
5 
Not true 
Mostly untrue 
Sometimes true, sometimes not 
Mostly true 
True 
I like recording my achievements 
Not true 
1 2 
I feel in control of my work 
The school does not value my activities 
outside school 
I am able to explain what my skills are 
in different subjects 
I like writing self-assessments 
Recording achievement helps me try 
to improve my grades 
I do not like discussing my work with 
my teacher 
I know what I need to do to improve my 
grades 
My record of achievements is useful 
to me 
I like praise from my teachers 
I use a personal folder to record 
my achievements 
I do not enjoy writing about myself 
I understand what my marks mean 
My teachers treat me fairly 
1 2 
1 2 
1 2 
1 2 
1 2 
1 2 
1 2 
1 2 
1 2 
1 2 
1 2 
1 2 
1 2 
3 
3 
3 
3 
3 
3 
3 
3 
3 
3 
3 
3 
3 
3 
True 
4 5 
4 5 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
Not true 
I take responsibilty for my work 1 
My teachers read my self-assessments 
and agree with them 1 
I work well if I can plan ahead 1 
I expect to use my Record of Achievement 
in the future 
My parents read the statements in my 
Record of Achievement 
In my lessons I set targets to improve 
my grades 
I find it difficult to describe my 
personal skills and myself in general 
My activities outside school are very 
important to me 
I do not find lessons in which I record 
my achievements very useful 
My teachers listen to my point of view 
1 
1 
1 
1 
1 
1 
1 
2 
2 
2 
2 
2 
2 
2 
2 
2 
2 
True 
3 4 5 
3 4 5 
3 4 5 
3 4 5 
3 4 5 
3 4 5 
3 4 5 
3 4 5 
3 4 5 
3 4 5 
In the space below please sum up your views about Records of 
Achievement 
THANK YOU 
The researcher worked with one group, and a Year Head worked with the other 
group. A brief introduction was given by each person; the Year Head having been 
briefed by the researcher, and given the School Descriptor Document. to complete. 
The pilot questionnaire is included opposite (Figure 3). 
IJ) Results 
Students completed the questionnaire in a responsible manner, and used the full range 
of statement scores. 
Most students responded to the comments section with most being brief and to the 
point. 
It is worth noting that although the samples are small, there is no real discernible 
difference in response by group or gender. 
c) Evaluation and Amendments 
The overall picture gained was that the instruments and the administration methods 
were appropriate to their objectives. Specifically: 
i) There was a general agreement between Year Head and researcher about the ease of 
administration and student response. Administration was straightforward, and there 
was general student enthusiasm for the task. There were few enquiries as to the 
scoring system and the meaning of statements, and the comments were made without 
explicit guidance, although some students wanted examples of the type of comment 
to make. 
ii) The completion time was less than 30 minutes for both groups, indicating flexibility 
would be available for administering the main survey in schools with shorter time 
slots than I hour in conventional lessons. 
iii) The administration procedures were felt to be clear; for the main survey they would 
be encapsulated in a 'Guidelines for Supervisors' document (see Section 4.5). 
iv) Particular emphasis on confidentiality, it was felt, was reflected in students' feeling 
able to score some statements very low and to respond negatively in the comments 
section. 
v) Further to this, students opted for scores of I or 5 in response to many statements, 
indicating a general honesty and firmness in their responses. 
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vi) The gathering of data on internal school factors required some guidance by the 
researcher, but the actual document was straightforward, it was felt, and easy to 
complete. 
The pilot study also highlighted some problem areas. Specifically: 
i) The responses to the comments section were, in the main, brief This indicated that 
part of the administration should include an intervention and reminder by the 
supervisor after about 20 minutes, focusing on the comments section. The nature of 
the intervention also needed clarification. 
ii) Some students did require assistance, particularly those with learning difficulties. The 
nature of the assistance again needed clarification. 
iii) Perhaps the most important area highlighted was specific problems associated with 
certain statements. These are discussed in the next paragraph. 
Conclusion 
In general, the pilot gave evidence of the feasibility of both the instrumentation and 
administration. There was evidence of student co-operation with sensible and honest 
responses. There was a promising variation of scores across statements and individuals and 
consistent back-up to these scores in the comments section. The following amendments and 
extensions were made. 
i) Statements: the following statements were changed (mean marks are given in 
brackets): 
a) "[feel in control of my work" 
"[ take responsibility for my work" 
(3.14) 
(3.78) 
There was quite a difference in response, and the statements seemed a little ill-defined. 
Therefore they were altered to: 
"[feel in control of my schoolwork" and 
"[ take responsibility for my work and progress" 
and more directly related to the target-setting category. 
b) "[ know what [ need to do to improve my grades" (3.73) 
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This scored highly compared with associated statements and was vaguely worded. This was 
therefore made more specific. 
"Ilmow what targets / need to set to improve my grades" 
c) "My Record of Achievements is useful to me" was unclear as to its formative or 
summative nature. The word 'useful' also lacks accuracy. The responses were also 
inconsistent when compared with some comments. Therefore it was amended to an explicitly 
formative statement, "The lessons in which / record my subject achievements are important 
to me " a combination with no 23. 
d) "1 use a personal folder to record my achievements" attracted a variety of questions 
and was a mere factual statement oflimited use. It was therefore deleted. It provided 
evidence that a) students were accurate and b) they would seek information. 
e) "1 understand what my marks mean" scored very highly and, is in a sense, a self-
fulfilling statement. It was therefore linked more explicitly to criterion-referencing and 
amended to "I understand what my marks mean and what skills / am learning". 
1) "1 work well if/can plan ahead" put the result before the activity and was changed 
to "If/plan ahead /workwell". 
g) "My parents read the statements in my Record of Achievements" attracted many 
student questions. It was unclear as to its meaning. Did it mean the final document, (if so, 
which part?) or did it mean reports and self-assessments, or teacher commendation slips? 
The parental aspect was maintained with a summative slant in "My parents know about and 
understand RoA ". 
h) "My activities outside school are very important to me" scored highly (and 
obviously so for the majority of people, young or old!). The wording was altered to 
"Recording my olltside-school activities is important to me ". 
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Finally, there was some inconsistency with comments and scores for negatively 
phrased statements. Some students also verbalised criticisms in this area during and after the 
sessions. Therefore these were altered to a positive sense. In making this decision it was 
important to consider how positive statements might influence the scoring by students. This 
is best considered as a trade-off between strengthening the reliability of the questionnaire, at 
the possible expense of weakening the validity of the responses. 
ii) It was decided that the assurance of confidentiality would be confirmed if students 
only put their initials on the sheet. The instructions were amended accordingly. Further 
discussion of confidentiality can be found in Section 4.7b. 
iii) The School Descriptor Document remained unchanged. 
4.4 Case Study Schools 
The purpose of this section is to describe the schools used in the research and discuss 
the issues irdIuencing the composition of the sample. The structure for this review is as 
follows: 
a) Description of Schools 
b) Criteria for Selection 
c) Decisions on Selection 
d) Conclusion 
a) Description of Schools 
There were four schools involved in the project: 
LF: a 14-18 Community College, located in North West Leicestershire, also the 
school used for piloting of the instrumentation. 
KM: an 11-18 Comprehensive on the outskirts of Derby (grant maintained). 
MO: an 11-16 Comprehensive in Taunton, Somerset. 
SN: an 11-16 Comprehensive in the inner city region of Leicester (with a high percentage 
of ethnic minorities). 
In total 425 students participated in the survey. 
41 
MO: 69 students in 2 Year 11 groups and 2 Year 10 groups 
KM: 149 students in four Year 11 groups and four Year 10 groups 
SN: 94 students in one Year I I group and three Year 10 groups 
LF: 113 students in four Year 11 groups 
By gender: 
Male: 215 
Female: 189 
(21 did not indicate) 
By year: 
Year 11: 231 
Year 10: 187 
(7 did not indicate) 
The selected schools were invited to join the project on a partnership basis. The individual, 
comparative and overall results were made available to the schools, who were given control 
over 'the level of publicity given to them in any publication of results and interpretation 
thereof'. The partnership approach ensured that: 
a) the schools gained valuable information about their students' perspectives 
b) the researcher worked in a supportive enviromnent without imposing on staff 
and students 
c) liaison was effective particularly with regard to smooth operational running of 
the questionnaire and accurate completion of the School Descriptor Document 
b) Criteria for Selection 
The theoretical aim of educational research of this type is to is to involve Case Study 
schools that are broadly representative of the school population as a whole. In addition, 
these schools should be suitable for comparative statistics reflecting the features of the 
schools selected. 
However, the focus of the instrumentation on the interface of internal factors and 
student responses to explicit RoA situations and processes meant that schools should have 
some history of RoA involvement 
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LOUGHBOROUGH 
UNIVERSITY 
DEPARTMENT 
OF 
EDUCATION 
15th February 1994 
Dear 
Loughborough 
Leicestershire LE11 3TU 
United Kingdom 
Telephone 0509 222762 
Direct Dial 0509 222 
Fax 0509 231948 
Thank you for your offer of participation in my research.I 
have piloted the questionnaire and interview structure,and am 
now in a position to timetable my school visits. 
I would like to visit your school during the week 
and work with ____ __ students in the age range 
------
I would be grateful if you could provide me with a time and 
date during the given week,or an alternative close to the 
given week. 
As I indicated earlier, the maximum time needed to administer 
the questionnaire is 40 minutes, and I may require an extra 40 
minutes to interview some of the respondants,either directly 
after the first session or at a later date. 
Thank you for your co-operation. 
Yours sincerely 
Similarly, the schools should be from different demographic locations, with balance of 
year group and gender, so that students could be said to reflect to some extent a population 
of students in comprehensive education, with some on-going exposure to RoA. 
In addition, there were financial limitations and a strict time period for the research .. 
c) Decisions on Selection 
The research project was advertised through three sources. Firstly, the network of 
the OCEA consortium, secondly through contacts with Leicestershire Education Authority, 
and thirdly, the partnership schools linked with Loughborough University Department of 
Education. Schools responded from all three sources, covering a variety of age ranges, 
Education Authorities and geographical areas. The responses were reviewed and the 
following decisions made: 
1. It was decided to concentrate on the 14- I 6 age range. It was felt that these students 
would be involved in RoA during the research period, have exposure to, and experience 
ofRoA, and that they would be able to conceptualise their perceptions and verbalise 
their viewpoints in the comment section. 
11. There should be a balance between Year 10 and Year 1 I students, and male and female 
students. Groups should be of mixed ability. 
Ill. Schools should be from different Education Authorities, reflect as far as possible 
population differences in social and ethnic composition, and have different experiences 
and approaches to developing RoA. 
IV. The number of students participating should be approximately 500 and cover four 
institutions. 
v. The administering of the questionnaire should be performed by the researcher or by the 
tutors/teachers at the school, depending on convenience and travel implications. 
vi. Permission for the research to take place would be sought from the Principal of the 
schools. The schools would be asked to designate a contact person who had 
knowledge ofRoA at the school and could co-ordinate operational factors and practical 
considerations such as timing and minimising disruptions for staff and students. The 
letter used is interleaved (Figure 4). 
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GUIDELINES FOR SUPERVISORS 
l)Please ensure that the details at the top of the sheet are 
complete. The replies are confidential,but to assist in further 
questioning please ask students to put their initials on the 
sheet. 
2)Read out the instructions to the students,emphasising that 
their replies are confidential,and that the researchers are 
interested in their honest opinions. 
3)There is a tendency to opt for middle values;to counteract 
this,again ask the students to be as honest as possible,and 
not to be afraid to give high or low scores 
4)Some students may need reminding or prompting for the last 
section;try to keep any prompts as open as possible. 
Thank you for your assistance. 
FIG-OR.E 5 
Conclusion 
The schools selected met the general and specific considerations outlined above. 
There are two main features caused primarily by operational considerations. Firstly, three 
out of the four schools have had OCEA experience and have maintained some links. 
Secondly, one school contributed through Year 11 students only, another 75% Year 10 
students only. These differences are discussed in the results chapter. 
4.5 Administration of the Research 
The purpose of this section is to review the administration of the research. This 
review will concentrate on general procedures used. 
i) Negotiation: each school was contacted by the researcher and a timetable 
for each visit was agreed. There was a tension between the requirements of the research in 
terms of a balance across year groups, and the individual school's timetable and curriculum. 
For example, KM could provide eight groups, four for each year group, whereas the PSE 
curriculum at LF meant that only Year 11 groups could participate. 
ii) Personnel: the main process involved a comprehensive briefing of each 
contact person, who previously received copies of the 'Guidelines for Supervisors' (Figure 5) 
and the questionnaire. The actual people involved in the supervision varied from school to 
school (details follow in the next section). A clear aim, though, was that any supervisor 
would be thoroughly briefed and have had access to the guidelines and questionnaire, and, in 
addition, the researcher would always be supported by an appropriate member of staff if he 
supervised a session. 
iii) Administration: the positive responses to the pilot underpinned the basic 
administration procedure. The time-span varied in practice, but it did not exceed 40 minutes, 
and was never less than 20 minutes. 
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The basic procedures were: 
a) the supervisor, after distributing the questionnaire, briefly introduced the 
session by outlining the aims of the research 
b) there was then an emphasis on the task being important, interesting, 
confidential and requiring honest answers 
c) the supervisor read out the instructions 
d) the supervisor clarified statements if requested 
e) after about 20 minutes the supervisor gave a reminder about the comments 
section with a few appropriate examples 
f) after completion by students, the questionnaire was handed in, with the Year 
group and gender checked by the supervisor 
g) the finished sets of questionnaires were either collected by the researcher, or 
by the contact person at the school and passed on to the researcher 
h) the contact person completed the School Descriptor Document, and passed 
it, either directly or by post, to the researcher. 
Summary 
The administration of the questionnaire and School Descriptor Document went 
smoothly and with few problems. Most sessions were managed well by the supervisor and a 
good variety of personnel were used in differing curriculum spaces. Out of the 20 groups, 
only one supervisor hurried the students' comment section, with another not reminding the 
students of this section. All involved feIt that the students responded positively to the 
exercise and that the vast majority understood the task, the language of the statements, and 
the scoring system. The comments section was completed by the vast majority of students, 
in differing depth. 
The exact procedures used in each school are presented as part of the Case Study 
Results section in Chapter 5. 
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4.6 Methods of Data Analysis 
The purpose of this section is to outline the various methods of data analysis used 
prior to the presentation of the results in the next chapter. The data collected from the 
research will be described under two separate categories, quantitative and qualitative. 
a) Quantitative data 
The quantitative data was in the form of individual scores for each of the 23 
statements. These were aggregated for the whole sample and put in database form using XL 
(some responses, with unclear scoring, or lacking reference were deleted). From this 
database, the following results were obtained: 
1. cumulative results for each school and each statement 
ii. comparative results for each statement 
iii. a rotated factor matrix for all statements in relation to six factors 
i) Cumulative results for each statement: these were obtained from running the 
data in the FREQUENCIES command of SPSS-X 
Although a range of measures was obtained, the mean, median, and modal scores 
provided the basis of tabulation of these results. The tabulation involved ranking the 
statements according to the relative cumulative scores given to them. After this, they were 
separated into high scoring sets, and low scoring sets. The final tabulation involved grouping 
them according to their relation to the explicit RoA categories. 
ii) Comparative results for each statement: these were obtained from running the 
data through the 'Mann-Whitney' and 't-test' functions, using Supastat. The data sets were 
constructed initially using a coding for school, gender and year group to facilitate this 
process. The discrete nature of the scoring method was an important influence on the actual 
test used for comparative study. The process for comparison was based on the Mann-
Whitney V-statistic and the connection Z-score. The null hypothesis was 'the sample means 
(for each statement) were equal'. The alternative hypothesis was 'the sample means were 
not equal'. A two-tailed test was therefore used to evaluate the significance of each Z-score 
at 1 % and 5% levels. The comparative tests were: 
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a) by gender for each statement 
b) by age-group for each statement 
c) two-school comparison for each statement. 
The results were tabulated, with significant differences in the above categories being 
highlighted. A general summary sheet across all categories was also produced. 
iii) A rotated factor matrix for the set of statements: this was obtained by running the 
data through the FACTOR command of SPSS-X. A principal component extraction with 
Kaiser-Normalisation was used. The extracted matrix was rotated using Varimax and 
converged in 10 iterations. Six factors were fitted in this way, with eigen-values greater than 
1. 
b) Qualitative data 
The qualitative data was obtained in two forms. Firstly as a written response to the 
School Descriptor Document; secondly in the form of comments in response to the section in 
the questionnaire. 
i) The School Descriptor Document 
The data obtained from each document was used as a basis for each of the case 
studies, and for the purposes of comparative discussion. 
ii) The Comments Section 
The comments from each questionnaire were reviewed and an extensive 
categorisation and collation process took place. There were four aspects of this process: 
(a) Level of response 
(b) 
(c) 
(d) 
Accuracy 
Relatedness to explicit RoA categories 
Collation for illumination of quantitative scores 
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(a) LEVEL OF RESPONSE 
The purpose of this analysis was to determine the overall extent to which students 
responded to the comments section, and the relative depth of their response. The main 
problem was that some students used different methods of punctuation from others. The 
categories used, therefore, tended to concentrate more on issues, than sentences completed. 
These were: 
i) no comment 
ii) basic comments - up to 2 issues 
iii) extended comments - in depth comment, relating to different issues, 
and providing evidence of reasoning 
(b) ACCUR-\.CY 
The purpose of this analysis was to compare comments made with scoring on 
statements relevant to the area. The checks were dependent on a subjective viewpoint of the 
nature of comment, because of student wording, but, it was hoped, would generally confirm 
the internal validity of the questionnaire. 
(c) RELATEDNESS TO CATEGORIES 
The purpose of this analysis was to relate comments to specific categories. The 
scoring system used gave one mark to each mention of an explicit RoA category, and ifthere 
was no relation to these, particularly for basic comments, a mark was given for a general 
positive or negative feeling for RoA. 
(d) COLLATION 
Relevant comments were then collated for use in the discussion of results. They were 
categorised in terms of explicit RoA categories, or as generally illuminative. Basic comments 
were mostly excluded from this process. 
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4.7 Evaluation of Methodology 
The purpose of this section is to consider the methodology and its main aspects 
within the context of reliability, validity and triangulation. The main focus will be on the 
instruments, the administration procedures and the sample. The main headings are: 
a) reliability 
b) internal validity 
c) external validity 
d) triangulation 
e) summary 
a) Reliability 
The reliability of the methodology can be evaluated partially at this stage. If we take 
reliability at an elementary level, as meaning 'stability, dependability and predictability' it is 
safe to assume the two instruments and the administration procedures were basically reliable. 
The questionnaire was administered according to strict procedures with, as Sellitz, 
Wrightsman and Cook (I 976) point out, reference to 'questions content, questions wording, 
form of response and place of question in the sequence '. Revision of the questionnaire as a 
result of the pilot study was clearly directed at excluding possibilities of mi5-understanding 
and mis-interpretation from person to person. 
The School Descriptor Document is reliable in this sense, as the purpose of the 
document was clear and the completion process took place with guidance and assistance 
from the researcher. All four contact people had very few problems with any aspects of the 
document and there is no reason to doubt any of the factual information provided. 
The administration procedures were reliable, in that the guidelines were adhered to in 
the vast majority of sessions, were replicated in different schools, and in different timetable 
periods, with no real mis-interpretation, as a result of the comprehensive briefing strategy 
and the clarity of the guidelines. 
A more sophisticated definition of reliability would concentrate attention on the 
actual statements. As Kerlinger (1969) says, we should ask the question "are the measures 
obtainedfrom a measuring instnlment true measures of the property being measured"? In 
other words, do the scores attached to each statement accurately represent the students' 
viewpoint? From the literature we can state that a 5-point scale is reliable in the sense of 
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indicating that the scale is able to give an accurate viewpoint. In addition, the guidelines are 
very clear on the actual questionnaire sheet as to how to score, and the supervisors 
emphasised confidentiality. Although care must be taken in interpreting the absolute value for 
each score, the scale does allow for a ranking of statements from high to low. 
More importantly, the analysis of responses to the comments section in relation to the 
scoring of statements relevant to the actual comments made, may also indicate (in the pilot) a 
strong association. The point here is that the make-up of the questionnaire allows for such 
an analysis to take place. 
b) Internal Validity 
Internal validity as Campbell and Stanley (1963) state "is concemedwith the 
question 'do the experimental treatments, in fact, make a difference in the specific 
instruments under scrutiny'''. In other words, do the instruments or the administration 
procedures cause students to respond in a way that does not represent their true viewpoint. 
The main focus here will be on the administration procedures, and the questionnaire design. 
i) Interpreting questionnaire data: As mentioned previously the general ranking of 
the statements might indicate a general preference of students particularly when referring to a 
Case Study school, but the aggregation of these preferences across the four schools needs to 
be treated with caution. 
ii) Administration procedures: Students responded to the survey within an 
institutional setting, with, as Phillips (1989) states "the power relations" an important factor 
to consider. It is important to evaluate the extent to which this setting influenced their 
responses. For example, the teacher or supervisor might have influenced responses if the 
students perceived that they had a certain agenda in favour of or against RoA. They might 
wish to make subversive responses, or alternatively feel that the expression of negative 
viewpoints might lead to censure and disapproval. Any attempt to remove tutors and staff 
from the administration process, on the other hand, might have led to students devaluing the 
task, or feeling isolated in dealing with any comprehension difficulties. 
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The use of positive statements and a 1 to 5 scoring system may mean that students 
would have a tendency to score statements quite high, when in reality they were neutral 
towards the actual statements. Care must be taken therefore, in interpreting scores for each 
statement. However, when students have scored in 4 or 5, there is evidence that they have 
'backed up' these scores with positive comments about the relevant RoA category. Similarly 
this has occurred with 1 and 2 scores and appropriate negative comments 
iii) Guidance: Although the supervision and institutional 
setting may not have affected internal validity, guidance and interpretation by the supervisor 
on behalf of the students may have. It cannot be clearly said that the guidance and assistance 
was neutral and value-free. On the other hand, the briefing procedures, guidelines and the 
professional integrity of the participating teachers would militate against any conscious bias 
from a supervisor. The emphasis on student opinion being paramount, again set the tone for 
most sessions, and many supervisors were conscious of the need to over-compensate for any 
'unconscious' indication of their approval or disapproval ofRoA. The general consensus was 
that supervisor intervention was based on the 'Guidelines for Supervisors' and specific 
guidance dealt with specific comprehension difficulties. 
ivy Order and nature of statements: The decisions taken after the pilot study might 
have influenced the internal validity of the questionnaire instrument. 
a) It was decided to make all statements positive (as opposed to negative) in meaning. 
Although this helped students in their interpretation of the meaning of statements, it may 
have caused them, in scanning the statements, to distil a positive 'feel' of the document 
towards RoA. On the other hand, the scoring system was laid out with 'not true' closest to 
the statement so scanning might prompt students to pick the lower scores out, or feel a slight 
negative bias in the document. 
b) A decision was taken to mix the statements randomly. On the one hand, this 
strengthened internal validity, in that students would find it difficult to perceive any pattern 
or implicit order of importance as they worked through the questionnaire, and enabled 
students to relate statements to their own personal constructs. On the other hand, students 
could not focus their attention specifically on separate explicit RoA categories. In terms of 
the purposes of the research the advantages seem to outweigh the 'piecemeal' construction 
of the questionnaire. 
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c) External validity 
External validity, as Cohen and Manion (1989) state, is the "degree to which 
generalisations call be made from the particular experimental conditions to other 
popuiations or settings". This issue was discussed earlier; the research was directed towards 
schools with some formative and summative aspects of RoA. Therefore, in generalising any 
results, reference must be made to the restrictions on the target population, and the history of 
the participating schools. Other restrictions included the age range, the comprehensive 
nature of the schools, and the fact they are all located in England. It is worth noting, 
however, the mixed ability nature of all 20 tutor groups involved in the research, the overall 
balance of gender, age group, and the differing demographic locations. There are, however, 
specific issues to discuss. 
(i) Clear description of variables: here the understanding of the statements across 
the schools must be considered. Is comprehension of the statements consistent across the 
sample, and would they be understood in the population (as already defined) as a whole? 
Firstly, it can be said that the general lack of guidance requested indicated general 
comprehension by all groups. The school interpretation of each RoA category would be 
more dependent on the students' intrinsic experience in each of the Case Study schools. 
Therefore it would be unwise to generalise from the cumulative results of the survey, apart 
from preferences in the overall ranking of statements and RoA categories. 
(ii) Representativeness of sample: this has been discussed earlier with relation to 
the defined population. Concentration is on the 14 to 16 age range in schools with experience 
ofRoA. Students are at the end ofa process that may have started before 14 and have 
crystallised viewpoints that would be taken into the next stage of education, training or 
work, particularly as three of the sample schools are 11-16 or 18. It could be said that the 
individual findings could not be extended from the 14-16 age range in each school, given the 
restrictions mentioned earlier. 
(iii) The Hawthorne effect: here we are concerned with the extent to which 
the participating students may be biased when they realise their role as 'representatives'. 
There seems to be little evidence of this occurring, particularly with the familiar setting ofthe 
exercise in schools and the administrative procedures used. In addition, students would find 
it difficult to perceive any implicit agenda that they would psychologically attempt to relate 
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to. However, the scoring system used, and the problems associated with the use of 
questionnaires might be influential in moving the scores to a higher level. 
(i1~ Sensitisation to research conditions:this threat to external validity is mitigated by 
the absence of any pre-testing. There was no evidence of students having prior access to the 
questionnaire, or having prior warning in any specific sense, of the survey session. 
In summary, the methodology of the research means that external validity is severely 
restricted. 
d) Triangulation 
There are two major aspects of triangulation that are present in the methodology. If 
we take Denzin's (1970) typology they can be classified as: 
i) Combined levels of triangulation: "using more than one level of analysis from the 
three principal levels used in the social sciences, namely, the individual level, the interactive 
level and the level of collectives". In this case, the triangulation is between the individual 
responses and information from the School Descriptor Document. 
ii) Methodological triangulation: "using either the same method on different 
occasions, or different methods on the same subject of study". In the case of this research, 
the triangulation is between the scoring of statements and the summary of views in the 
comments section for each individual's response. 
Comparison of the individual results can be linked with the results of the completion 
of the Schools Descriptor Document. In the conceptual framework, it was asserted that 
student viewpoints may be influenced by the schools' external and internal factors. 
Therefore, if SDD pointed to different processes in each school, then this should be reflected 
in the occurrences of some different results in each school reflected in the case studies and 
the paired comparisons between schools. 
The questionnaire yielded information in quantitative and qualitative forms. Both the 
responses to statements and the open-ended comments could therefore be related to explicit 
RoA categories. Ifthere is general agreement between qualitative and quantitative response, 
this will enhance validity of the research, as well as illuminating the statement response with a 
written comment. 
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Summary 
In evaluating the methodology, some concerns are evident. The literature relevant to 
this area may provide some clarity. External validity is severely limited; however, the main 
area of concern is the possibility of respondent bias. Caution in interpreting scores which do 
not significantly differ from 3 has already been noted. Jaeger (1988) categorises other 
potential sources of respondent bias. 
I. Have the students understood and interpreted the questions as intended? Both these 
issues were addressed in the selection of items for the questionnaire, and in the 
modification of items as a result of the pilot study. Moreover, the relative infrequency 
of requests for clarification during the administration of the questionnaires indicates 
their comprehensibility. 
ii. Are the students wiIling to respond? Not only were they overtly co-operative, but there 
was no evidence of covert unco-operativeness through spoiling questionnaires or 
answering in an indifferent or immature manner. Generally, students took the task 
seriously and appeared to welcome the chance to express their views. 
iii. Do students have the knowledge and information needed to respond? Superficially this 
is so, since students have been personally involved in RoA, and may be expected to 
have formed opinions and attitudes about their use. However, as Moser and Kalton 
(1977) explain, information about opinions and attitudes cannot always be relied on, 
because attitudes may be latent, and respondents may not always have accurate insight 
into their attitudes or be able to articulate them clearly. While it is recognised that 
young children's answers often lack self-insight, it is assumed in the literature that older 
adolescents have, in general, attained a level of self-knowledge that enables them to 
report opinions and attitudes accurately - at least on issues which do not carry a strong 
personal emotional charge. 
IV. Are students honest in their responses? Whether consciously or unconsciously, 
students may be masking or falsifYing their true opinions and attitudes. Firstly, great 
stress was laid on the confidentiality of the information, that no staff in the school 
would have access to it, and that anonymity would be strictly preserved. On the face of 
it, students have no overt reason to give other than truthful replies. Of course, writing 
the answers in school, supervised in some cases by teachers, might have led to some 
response bias. However, it is not apparent that there is an obvious 'socially desirable' 
answer, nor that any bias will be in one direction, and indeed the evidence from 
triangulation with the students' open-ended comments suggests that there has been no 
consistent response bias. Students' comments correlate well with the questionnaire 
answers, and suggest that students are, in the main, both perceptive about their attitudes 
and opinions, and report them honestly. 
In referring to the above, it seems plausible to conclude that the main factor in the 
methodology that may cause respondent bias would be the decision to couch statements 
with a positive terminology, and there is no particular evidence that other factors have had a 
major influence. 
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Chapter 5 
Presentation of Results 
5.1 Introduction 
The purpose of this chapter is to present the results obtained by the research. It is 
worth noting the high level of student response in both the statement and the comment 
sections· and the general consistency of their responses. The research methodology 
enabled students to express general viewpoints and viewpoints relating to specific 
categories ofRoA, in quantitative and qualitative ways. In the tables that use comparative 
statistics the following notation is used: 
+/- means that the first named school, or group, has scored higher or lower respectively. 
1 % or 5% gives the level of statistical significance of the difference. 
The results will be presented under the following headings: 
5.2 Case Study Results 
5.3 General Analysis of Student Perspectives 
5.4 Student Constructs 
5.5 Comparison by Gender 
5.6 Comparison by Year Group 
5.7 Conclusion 
5.2 Case Study Results 
The results from each school will be presented in the form offour case studies. The 
results from each Case Study school are presented in the following way. There is the internal 
information obtained from the first three sections of the School Descriptor Document (RoA 
process), with additional contextual details based on information obtained from contact 
between the researcher and the school and the more general sections of the above document 
(RoA categories). Student responses are highlighted with highest and lowest scores and 
illuminative comments. There is a presentation of comparative results with other Case Study 
schools. 
The section ends with a summary, including an overview of the Case Study results, 
based on evidence ofRoA categories and significantly different student responses. 
56 
SN School 
SN school is an 11-16 comprehensive in Leicester, with a high percentage of students 
from ethnic minorities. It has been involved in the OCEA consortium since 1983, when it 
participated in the first pilot scheme. RoAs are firmly established in the school's 
development plan and it has had its RoA processes accredited by the OCEA Consortium. 
Students experience RoA processes from Year 7 onwards. These processes are centred 
initially around personal recording of interests and activities. At the end of Key Stage 3, 
criterion-referencing and teacher/student negotiation are used in reporting National 
Curriculum results. 
1. The school was visited twice by the researcher. All groups were mixed-a~ility tutor 
groups. 94 students in one Year 11 group, and three Year 10 groups participated. 
a) First visit: the researcher administered the session, in the presence of a 
VP, the RoA co-ordinator, and two special needs teachers. The VP spoke briefly about the 
importance of the research, and introduced the researcher. A large Year 11 group completed 
the questionnaire. There were a number of students attached to the group from a local 
special school. With guidance from special needs teachers, they also completed the 
questionnaire. Some had their comments 'scribed' by the staff present. The lesson time used 
was an extended morning registration period and tutor time. 
b) Second visit: the sessions were administered by the researcher (with a form 
tutor) and two other tutors. The tutors had previously viewed the questionnaire and the 
Guidance Documents and discussed the sessions with the RoA co-ordinator. Three Year 10 
groups were surveyed in an extended morning registration session. The RoA co-ordinator 
and VP met with the researcher to discuss the sessions and to complete the School 
Descriptor Document. 
Evidence ofRoA Processes 
Formative 
a) RoA is an integral part of the tutor programme in Years 10 and 11. 
b) It is linked to vocational activities, including work-experience, with Leicestershire's 
Compact Scheme, with an on-going RoA folder being compiled with self-assessments. 
c) Printed booklets for each activity provide structure for the students. 
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d) Target-setting (for all areas) takes place in this part of the timetable. 
e) Curriculum-based recording does take place with self-assessments at the end of Year 
10. 
£) Reports run parallel to the RoA system. 
Summative 
I. NRA format with personal statement, CV and curriculum statements, self-assessments. 
2. Additions include certificates and statements relating to vocational activities and work-
experience. 
Management Procedures 
I. RoA co-ordinator, who is also Upper School co-ordinator. 
2. Senior Manager with overall responsibility. 
3. On-going RoA Working Party. 
4. Accreditation and review processes at regular intervals, through LEA framework. 
Evidence ofRoA Categories 
With regard to RoA categories the following features are present at the school. 
I. Self-assessment: this is structured in the pastoral programme and 
is focused on vocational activities, with particular reference to work-experience, 
community placements and general outside-school responsibilities. 
11. Summative processes: these are based around the NRA, with additional inputs 
from formative work. These are curriculum-based summaries written by the student, 
with certificates and achievement awards. 
111. Teacher/student negotiation: this takes place mostly in pastoral areas, with a central 
role for the tutor, and is also part of the reporting processes. 
IV. Criterion-based assessmeut: this occurs in all curriculum areas as the basis of the 
reporting cycle, but is less uniform across the curriculum in terms of being used for 
regular assessments and feedback. 
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v. Target-setting: this takes place in both the pastoral and formal 
curriculum. The main focus is general target-setting using a personal planner. Time for 
this process is set aside in the pastoral curriculum during tutor-time. 
VI. Outside-school activities: this area is heavily featured as part ofthe summative 
document. In the formative stage, the school has a structured approach involving an 
on-going RoA folder, and validation from outside agencies, such as work experience 
placements. 
Student Scores 
The highest scores were given to .... 
I expect to use my RoA in the future (4.6) 
I take responsibility for my work and progress (4.3) 
I think it is important to discuss my work with my teacher (4.2) 
My final RoA will give an accurate summary of my skills 
and knowledge (4.2) 
The lowest scores were given to .... 
I enjoy writing about myself (3.1) 
I like writing my self-assessment (3.1) 
The school values my activities outside school (3.3) 
Recording my outside-school activities is important to me (3.4) 
The scores for the summative processes seem quite positive, particularly as 75% of the 
students were from Year 10. Scores for outside-school activities and self-assessment are 
neutral. 
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Comparative Scores for SN School 
MO KM LF 
I enjoy recording my achievements - 1%+ 1%+ 
I feel in control of my school work - - -
The school values my activities outside school 1%+ 1%+ 1%+ 
I am able to explain what my skills are in different - - -
subiects 
I like writing my self-assessments 1%+ 1%+ 1%+ 
Recording achievements helps me try to improve my - 1%+ 1%+ 
grades 
I think it is important to discuss my work with my 1%+ 1%+ 1%+ 
teacher 
I know what targets I need to set to improve my - - -
grades 
The lessons in which I record my subject achievements 1%+ 1%+ 1%+ 
are important to me 
I like praise from my teachers 
- - -
I enj oy writing about myself 1%+ 1%+ 1%+ 
I understand what my marks mean and what skills I - - -
am learning 
My teachers treat me fairly - - -
I take responsibility for my work and progress - - -
My teachers read my self-assessments and agree with 
- 1%- -
them 
If! plan ahead I work well - +5% -
I expect to use my RoA in the future 1%+ 1%+ 1%+ 
My parents know about and understand RoA - 1%+ 1%+ 
In my lessons I set targets to improve my grades - 1%+ 1%+ 
I find it easy to describe my personal skills and myself 5%+ 1%+ -
as a person 
Recording my outside school activities is important to 1%+ 5%+ 1%+ 
me 
My final RoA will give an accurate summary of my - 5%+ -
skills and knowledge 
My teachers listen to my point of view 5%+ - -
These results are discussed in the Case Study summary. 
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MO School: 
MO School is an 11-16 comprehensive in Taunton, Somerset, ~ith a catchment area 
including both rural villages and a large estate on the outskirts of the town. It has been 
involved in the development ofRoAs since 1990, and the policies of the school incorporate 
many of the principles of OCEA accreditation. Some RoA processes are evident from Year 
7 onwards. There is personal recording in the pastoral curriculum, based on personal 
qualities and activities, and some self-assessment on the reporting structure up to Key Stage 
3. General target-setting takes place in Year 8 and Year 9 in response to reports. 
The school was visited once by the researcher. Two sessions took place, one with 
two Year 10 groups, the other with two Year 11 groups. In total 69 students participated. 
Both groups were supervised by the researcher after an introduction by the l?eputy Head 
responsible for RoA (also the contact person). Each session lasted 40 minutes, and took 
place in the main hall during a normal subject lesson time. The Deputy Head discussed the 
School Descriptor Document with the researcher. The completed document was sent on to 
the researcher. 
Evidence of RoA Processes 
Formative 
a) RoA awards for achievements in and out of school. 
b) RoA is part of the tutor programme, with subject recording also encouraged in this 
area. 
c) Subject-based recording is in the form of end ofunitfmodule reviews with 
achievements/attainment records made by students. 
d) There is an annual summative statement compiled in reports to parents in each subject. 
e) Annual tutor/tutee negotiation and review session takes place. 
t) Reports include criterion-referenced assessment statements. Students respond in each 
subject and teachers add comments and targets. 
Summative 
1. NRA format with personal statement, CV, curriculum statements and tutor statement. 
2. Additions include work-experience statements, careers action plans and part-time 
work. 
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Management 
I. Senior Manager with direct responsibility. 
2. On-going Assessment and Recording Working Group. 
3. Accreditation and review processes through OCEA framework. 
Evidence of RoA Categories 
With regard to RoA categories the following features are present at the school. 
I. Self-assessment: self-assessment occurs in both subject areas and as part 
of the pastoral curriculum. Self-assessments relating to subject areas als_o take place in 
tutor-time. Self-assessments are an important part of the reporting process. 
11. Summative process: the school follows NRA guidelines with two extra 
additions. These are firstly, certificates reflecting outside-school achievements, and 
secondly, typed curriculum statements for each subject area, based on staff assessments. 
111. Teacher/student negotiation: this takes place in curriculum areas and the pastoral 
curriculum. In subject areas it is part of end of module assessments, and as part of the 
reporting process. In the pastoral curriculum, discussion of student progress occurs at 
regular intervals. 
IV. Criterion-based assessment: this forms the basis of the reporting process, and is 
heavily encouraged in subject areas as a method of providing students with guidelines 
on their progress in specific skill areas. 
v. Target-setting: this occurs in all parts of the curriculum, and is based 
on the outcomes of assessments and the reporting cycle. 
VI. Outside-school activities: the school uses formative recording methods in the 
pastoral curriculum, backed up by a referral system. There is recording of work-
experience and community placements. 
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Student Scores 
The highest scores were given to ... 
I take responsibility for my work and progress 
I expect to use my RoA in the future 
I understand what my marks mean and what skills I am learning 
The lowest scores were given to .... 
I enjoy writing about myself 
I like writing my self-assessment 
Recording my outside school activities is important to me 
The school values my activities outside school 
(4.26) 
(4.15) 
(4.1) 
(2.6) 
(2.6) 
(2.7) 
(2.7) 
The positive scores cover three RoA categories, with other statements in the categories 
receiving neutral scores. Responses to self-assessment and outside-school activities are low. 
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Comparative Scores for MO School 
SN KM LF 
I enjoy recording my achievements - 1%+ 1%+ 
I feel in control of my school work - - 5%+ 
The school values my activities outside school 1%- - -
I am able to explain what my skills are in different - - -
subjects 
I like writing my self-assessments 1%- 1%+ 1%+ 
Recording achievements helps me try to improve my - 1%+ 1%+ 
grades 
I think it is important to discuss my work with my 1%- - -
teacher 
I know what targets I need to set to improve my - - -
grades 
The lessons in which I record my subject 1%- - -
achievements are important to me 
I like praise from my teachers - 1%- -
I enjoy writing about myself 1%- - -
I understand what my marks mean and what skills I - - -
am learning 
My teachers treat me fairly - - -
I take responsibility for my work and progress - - -
My teachers read my self-assessments and agree with - 1%- -
them 
If! plan ahead I work well - - -
I expect to use my RoA in the future 1%- - -
My parents know about and understand RoA - 1%+ 1%+ 
In my lessons I set targets to improve my grades - 5%+ -
I find it easy to describe my personal skills and myself 5%- - -
as a person 
Recording my outside school activities is important 1%- 5%- -
to me 
My final RoA will give an accurate summary of my - - -
skills and knowledge 
My teachers listen to my point of view 5%- - -
These results are discussed in the Case Study summary 
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KM School: 
KM school is an 11-18 comprehensive on the outskirts of Derby. Its intake of 
students covers many of the commuter-villages serving Derby and a large car-manufacturing 
plant. It has recently obtained grant-maintained status and is developing RoA from initial 
involvement with the Northern Partnership for Records and Achievement. It has RoAs built 
into its school development plan, but has not been formally accredited. RoA is in a 
developmental situation in Years 7,8 and 9. The use of self-assessment in tutor-time occurs, 
and there is recording of outside-school activities and interests. 
The school was visited twice by the researcher, after a preliminary visit. 
a) Preliminary visit: the researcher met with a Senior Teacher at the school with 
responsibility for assessment issues. A discussion took place about the mech~nics of 
administering to such a large sample, given limited curriculum time available. Relevant 
documents were given to the Senior Teacher who would meet with the RoA co-ordinator 
and Year tutors available at certain times in the week to agree a schedule. 
b) First visit: the researcher met with the RoA co-ordinator and some tutors. 
The tutors were given instructions and the relevant briefing documents and questionnaire. 
Four groups were surveyed by tutors over two days in PSE time. Timing was between 25 
and 35 minutes. 
c) Second visit: the researcher assisted with the completion of the School 
Descriptor Document, while four groups completed the questionnaire. He then collected the 
responses from the eight groups, four in Year 10 and four in Year 11. 
Evidence of RoA Processes 
Formative 
a) RoA is part of the tutor programme, with each student having a personal RoA booklet 
each year in which they record their achievements. 
b) On-going RoA reviews take place with the tutor, with an annual summary that 
provides the basis of the 'Pastoral' report. 
c) Students contribute to the following areas in subject lessons: assessment, reports and 
target-setting. 
d) Negotiation takes place with each subject teacher in the above areas. 
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Summative 
I. NRA format with personal statement, CV, curriculum statements and tutor statement. 
2. No additions at time of research. 
Management 
I. RoA Co-ordinator, who is also Year 11 Head. 
2. Support, both verbal and practical, from Senior Management. 
3. TYE! support for INSET and tutor/student review sessions. 
4. No external accreditation (as at time of writing). 
Evidence of RoA Categories 
The following features are present at the school: 
I. Self-assessment: this occurs in subject areas and the pastoral curriculum. 
It is part of the reporting process as an area for student summary, but there is no 
structure for formative self-assessment in subject areas. 
11. Summative-processes: these are based around the minimum guidelines for the 
NRA, and have been recently introduced. 
lll. Teacher/student negotiation: this takes place in an informal manner in all areas of the 
curriculum. There is negotiation at the end of modules in some subject areas, and this 
aspect is important in the reporting process. 
IV. Criterion-based assessment: developments in the National Curriculum have assisted 
the school in this area. Information is given to students in the form of skill descriptors 
at the start of modules, and assessment results in many curriculum areas are given to the 
students as levels in the National Curriculum. 
v. Target-setting: target-setting on National Curriculum results takes 
place in curriculum areas, and overall target-setting is part of the review process in the 
reporting cycle. 
VI. Outside-school activities: the main focus for this area is the personal statement in 
the NRA. There is some recording in tutor-time, with reference to the referral system 
and vocational activities. 
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Student Scores 
The highest scores were given to .... 
I take responsibility for my work and progress (4.1) 
I expect to use my RoA in the future (3.9) 
I understand what my marks mean and what skills I am learning (3.9) 
The lowest scores were given to .... 
I like writing my self-assessment (1. 9) 
I enjoy writing about myself (2.5) 
I enjoy recording my achievements (2.7) 
Recording my achievements helps me try to improve my grades (2.8) 
The highest scores barely indicate a positive preference for the RoA categories covered. The 
strong negative preferences are for self-assessment, with, in addition, an indication ofRoA 
being seen as separate from grade improvement. 
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Comparative Scores for KM School 
LF SN MO 
I enjoy recording my achievements - 1%- 1%-
I feel in control of my school work 
- - -
The school values my activities outside school 
- 1%- -
I am able to explain what my skills are in different 
- - -
subjects 
I like writing my self-assessments - 1%- 1%-
Recording achievements helps me try to improve my - 1%- 1%-
grades 
I think it is important to discuss my work with my 
-
1%- -
teacher 
-
I know what targets I need to set to improve my 5%-
- -
grades 
The lessons in which I record my subject - 1%- -
achievements are important to me 
I like praise from my teachers 5%+ 
-
1%+ 
I enj oy writing about myself - 1%- -
I understand what my marks mean and what skills I - - -
amleaming 
My teachers treat me fairly - - -
I take responsibility for my work and progress 
- - -
My teachers read my self-assessments and agree 
- 1%+ 1%+ 
with them 
If! plan ahead I work well 
- 5%- -
I expect to use my RoA in the future 
- 1%- -
My parents know about and understand RoA - 1%- 1%-
In my lessons I set targets to improve my grades - 1%- 5%-
I find it easy to describe my personal skills and 
- 5%- -
myself as a person 
Recording my outside school activities is important 
- 5%- 5%+ 
tome 
My final RoA will give an accurate summary of my 
- 5%- -
skills and knowledge 
My teachers listen to my point of view 
- - -
These results are discussed the Case Study summary. 
68 
LF School: 
LF school is a 14-18 Community College, located in north-west Leicestershire. 
Students from the College come from one town and two villages. The industrial base of the 
town has changed from mining to service industries. It has been involved in developing RoA 
since 1983, when it became one of the first OCEA pilot schools, and has been accredited by 
the OCEA Consortium. Students experience RoA in both feeder high schools. There is an 
established liaison process in the pastoral curriculum where much personal recording takes 
place. Transfer of information is two-fold: students bring a personal folder, with a personal 
summary statement to the school, and National Curriculum results are transferred in a 
detailed way, with some criterion-referenced statements. 
The researcher made one visit. Four groups were surveyed during P~E time, one by 
the researcher, one by the contact person, and two by tutors. All four groups were from 
Year 11 owing to the highly structured PSE timetable in Year 10. LF was the original pilot 
school, so the School Descriptor Document had already been completed. All sessions lasted 
for between 30 and 35 minutes. The researcher spent some time with a group of students 
discussing the questionnaire. They were happy with the process and felt 'pleased about being 
asked their opinions' for once, in the survey. 
Evidence of RoA Processes 
Formative 
a) RoA referral system for achievements in and out of school. 
b) RoA is part of tutor programme, but not structured. There is a homework/personal 
planner with achievements sections. 
c) Criterion-based assessment takes place in some curriculum areas, with self-assessment, 
negotiation and discussion. 
d) Students write self-assessments for all subject areas as part of the reporting cycle, and 
produce a personal overview statement with future targets. 
e) PSE is structured and modular; some recording takes place at the end of each module. 
Summative 
I. NRA format with personal statement, CV and curriculum statements. 
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2. Additions include computerised criterion-referenced statements for each subject, and 
'referral for achievement' certificates. 
Management 
I. Senior teacher with responsibility for Assessment and Recording (as part of general 
portfolio). 
2. On-going Assessment Working Party. 
3. LEA accreditation at regular intervals. 
Evidence of RoA Categories 
The school has the following features in these areas: 
I. Self-assessment: self-assessment is an important part of the reporting 
process, with students producing one sheet of A4 for each subject, including an overall 
statement. There is some use of formative self-assessments in pastoral areas, 
particularly with regard to personal and inter-personal skills. 
11. Summative processes: these are based on the NRA guidelines, with additions, 
such as achievement referrals. There are computer generated statements for all 
subjects, based on staff assessments at Key Stage 4. 
lll. Teacher/student negotiation: this is an important part of the reporting processes. A 
current debate at the school is whether the students write their self-assessments before, 
or after, the teacher has reported. There is evidence of negotiation in some curriculum 
areas, as part of assessment processes. 
IV. Criterion-based assessment: this occurs prior to the reporting processes as a basis 
for staff comments, and occurs in some subject areas for feedback to students in 
specific modules. 
v. Target-setting: a personal planner, used in tutor-time, points to overall, 
generalised target-setting. It does not seem to be prevalent in specific curriculum areas. 
VI. Outside-school activities: there is some formative recording in this area. The 
main focus seems to be the summative personal statement, although achievement 
referrals do reflect outside-school achievements, and there is discussion of the 
outcomes of activities such as work-experience. 
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Student Scores 
The highest scores were given to .... 
r know what targets r need to set to improve may grades (4.1) 
My final RoA will give an accurate summary of my skills 
and knowledge (4.1) 
r understand what my marks mean and what skills I am learning (4.0) 
The lowest scores were given to .... 
r like writing my self-assessments (2.1) 
The school values my achievements outside school (2.7) 
Recording achievements helps me try to improve my grades (2.7) 
r enjoy writing about myself (2.7) 
All the students surveyed were from Year 11 groups. Low scores are given to self-
assessment statements, and neutral to low scores for outside-school activities. RoA is not 
seen as crucial to academic development. 
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Comparative Scores for LF School 
KM MO SN 
I enjoy recording my achievements 
- 1%- 1%-
I feel in control of my school work 
- 5%- -
The school values my activities outside school 
- -
1%-
I am able to explain what my skills are in different -
- -
subjects 
I like writing my self-assessments 
- 1%- 1%-
Recording achievements helps me try to improve my 
- 1%- 1%-
_grades 
I think it is important to discuss my work with my - - 1%-
teacher 
I know what targets I need to set to improve my 5%+ - -
orades 
The lessons in which I record my subject - - 1%-
achievements are imj:lortant to me 
I like praise from my teachers 5%- - -
I enjoy writing about myself - - 1%-
I understand what my marks mean and what skills I 
- - -
am learning 
My teachers treat me fairly 
- - -
I take responsibility for my work and progress - - -
My teachers read my self-assessments and agree with - - -
them 
If! plan ahead I work well 
- - -
I expect to use my RoA in the future - - 1%-
My parents know about and understand RoA 
- 1%- 1%-
In my lessons I set targets to improve my grades 
- - 1%-
I find it easy to describe my personal skills and myself - - -
as a person 
Recording my outside school activities is important - - 1%-
tome 
My final RoA will give an accurate summary of my - - -
skills and knowledge 
My teachers listen to my point of view 
- - -
These results are discussed in the Case Study summary. 
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Case Study Summary 
In this section, the Case Studies are compared across RoA categories, firstly in 
relation to school processes and secondly in relation to student responses. 
a) School Processes 
I. Self-assessment: this occurs in all schools sampled. In SN school the 
self-assessment seems strongly located within a pastoral programme focused on 
vocational activities, including work-experience, community placement and general 
outside-school recording. There is variety in the types of self-assessment taking place 
in the review booklet. In MO school, self-assessment seems more subject-based, with 
subject-based recording taking place in tutor-time, and in subjects. It is.also part of the 
reporting process. This is reflected also in KM school, but with perhaps less formal 
self-assessment. In LF school the emphasis is more on self-assessment as an integral 
part of reporting, both in terms of subjects and tutor-time, with less emphasis on 
formative self-assessment in tutor-time. 
11. Summative processes: all schools follow the NRA guidelines (on minimum 
requirements). KM has the basic format; the others have interesting additions. SN 
school has a final document reflecting the vocational, outside school approach. In 
addition to these aspects there are curriculum statements (self-assessments) and 
certifications. This approach is reflected in MO's final documents, to a lesser extent, 
with typed curriculum statements. LF school includes 'achievement certificates and 
computer generated summative statements for each subject'. 
111. Teacher/student negotiation: teacher/student negotiation takes place in all schools, 
but in different contexts. In SN school, again, the emphasis seems to be on the pastoral 
and vocational aspects, with the tutor having a central role. In MO and KM schools, 
the emphasis is shared between pastoral and subject-based negotiation, at end of unit 
situations, and as a basis of the reporting process, although this also occurs in SN 
school. Again, LF school shares this approach, but without the structural aspect of 
tutor-time, and not in all curriculum areas. It does, however, emphasise negotiation as 
part of the reporting process. 
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IV. Criterion-based assessment: there is evidence of this taking place in all schools, 
particularly with regard to reporting student progress in subject areas. MO and KM 
schools use this in subject areas as part of a general process, with LF and SN schools 
using this in some subject areas. Again, the influence of the National Curriculum is 
assisting in this area, but schools' approach to formative assessment, in this sample, is 
varied. 
v. Target-setting: target-setting takes place in all schools, in both overall 
and specific situations. The balance between pastoral and subject emphasis is not 
significant, but the location of the target-setting situation is different. SN locates it 
strongly within the pastoral curriculum, as does LF, with its personal planner, albeit in a 
less structured way. MO and KM schools have target-setting as methods located in 
both parts of the curriculum. 
VI. Outside-school activities: all schools record outside-school activities in some 
form or other, especially in the summative document, either as part of the personal 
statement, or with additions. MO, 1<1'\1 and LF schools show evidence offormative 
recording methods, or 'achievement' referrals for this area. Again, they use work-
experience debriefing as one aspect SN school, however, has a more structured 
approach to this area, using the Compact initiative and the on-going RoA folder to 
strengthen the process in its formative stage. 
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Summary of School Differences (details are given in Appendix A) 
SN LF SN MO MO SN 
MO KM KM KM LF LF 
I enjoy recording my achievements · · 11%+ 10/0+ 10/0+ 1%+ 
I feel in control of my school work · · · · 5%+ · 
The school values my activities outside 1%+ · P%+ · · 1%+ 
school 
I am able to explain what my skills are in · · · · · · 
different subiects 
I like writing my self-assessments 1%+ · 1%+ 1%+ 1%+ 1%+ 
Recording achievements helps me try to · · 1%+ 10/0+ 1°/0+ 10/0+ 
imorove my grades 
I think it is important to discuss my work 1%+ · 1%+ · · 10/0+ 
with my leacher 
I know what targets I need to set to · 50/0+ · · · · -
imoroye mv grades 
The lessons in which I record my snbjecl 10/0+ · 1%+ · · 1%+ 
achievements are important to me 
I like praise from my teachers · 50/0- · I%- · -
I enjoy writing about myself 1%+ - 1~1crt- · · 1%+ 
I understand what my marks mean and · - · - · · 
what skills I am learning 
My leachers treat me fairly - · - - - -
I take responsibility for my work and - - · - - -
I oroeress 
My teachers read my self-assessments and · · 10/0- 10/0-- · · 
agree with them 
If I plan ahead I work well · - 50/01- · - · 
I expect to use my RoA in the future 1°/0+ - 1%+ - · 1%+ 
My parents know about and understand · · 10/01- 10/0+ 1%+ 1%+ 
RoA 
In my lessons I set targets to improve my · · 1%+ 50/0+ - 10/0+ 
grades 
I find it easy to descnbe my personal skills 50/0+ · 5o//ff - - · 
and mvself as a oerson 
Recording my outside school activities is 1%+ - 50/0+ 50/0- · 1%+ 
important to me 
My final RoA wiIl giye an accurate - · 5%+ - · · 
summary of my skills and knowledge 
My leachers listen to my point of view 5%+ · · - - · 
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b) Student Responses 
1. Self-assessment: SN school scores are significant in this area in three out 
of the four statements. MO also scores slightly higher in the statement "1 enjoy 
recording my achievements". There were differences in the statement "I find it easy to 
describe my personal skills and myself as a person". It seems reasonable to conclude 
that SN and MO schools seem to have self-assessment systems that are more student-
friendly. 
ii. Summative processes: there seems to be general agreement across the schools 
as to the accuracy of the final document; SN students seem to be more confident as to 
their using the document (particularly interesting in that the sample is 75% Year 10). 
The issue of parental knowledge shows MO and SN having better liaisqn, or 
emphasising this area more to their students. 
iii. Criterion-referencing: there is general agreement with the two statements. 
The important difference seems to be the extent to which the recording process in 
lessons is seen as important. Here SN students attach more value to this process than 
the other schools. 
IV. Teacher/student negotiation: here it seems reasonable to conclude that SN students 
place higher value on the actual discussion process with their teachers. However, KM 
students seem to value praise more highly, and are more confident in the accuracy of 
their self-assessments compared with other students. 
v. Target-setting: there is general agreement across most statements. 
Two statements have significant differences. "In my lessons I set targets to improve my 
grades" has SN scoring significantly higher than KM and LF. "Recording achievements 
helps me try to improve my grades" shows SN and MO scoring higher than KM and 
LF, 
VI. Outside-school activities: 
three schools. 
Conclusion 
for both statements SN scores higher than all other 
The Case Study schools have a variety of different approaches to RoA. Although 
there may be some distorting effects due to the difference in composition of the students 
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participating in each school, there are statistically different results for statements' scores, 
considered separately, or subsumed within an RoA category. 
5.3 General Analysis of Student Perspectives 
a) Statements 
The cumulative results for the survey reflect a pattern. Overall, the scores averaged 
above 3 for all except three statements. It is worth noting that the statements with low 
scores had a high standard deviation, indicating a spread across the scoring range. The mean 
scores give a good indication of student preference; an expected value of 3 should be 
considered as ambivalent, with scores of 4 or more, indicating a reasonable level of 
agreement. 
i) The six statements with the highest scores were: 
I expect to use my RoA in the future 
I take responsibility for my work and progress 
My final RoA will give an accurate summary of my skills 
and knowledge 
I understand what my marks mean and what skills I am learning 
I know what targets I need to set to improve my grades 
I think that it is important to discuss my work with my teacher 
ii) The six statements with the lowest scores were: 
I like writing my self-assessments 
I enjoy writing about myself 
The school values my activities outside school 
Recording my outside school activities is important to me 
I enjoy recording my achievements 
Recording achievements helps me try to improve my grades 
(42) 
(4.2) 
(4.0) 
(4.0) 
(4.0) 
(4.0) 
(2.4) 
(2.8) 
(2.9) 
(3.1) 
(3.1) 
(32) 
Overall, the higher scores were allocated to issues surrounding the summative document, and 
levels of student responsibility, target setting and criterion-based assessment. Low scores 
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were allocated to issues surrounding the writing of self-assessments, outside school activities, 
and enjoyment of the process. 
78 
~--------------------------
Results for Each Statement 
Statement Mean Median S.D. Rank 
I expect to use my RoA in the future 4.2 5 1.1 1 
I take responsibility for my work and progress 4.2 4 0.9 2 
My final RoA will give an accurate summary of my 4.0 4 1.0 3 
skills and knowledge 
I understand what my marks mean and what skills I am 4.0 4 1.0 4 
learnino 
I know what targets I need to set to improve my grades 4.0 4 0.9 5 
I think it is important to discuss my work with my 3.8 4 1.0 6 
teacher 
I like praise from my teachers 3.8 4 1.2 7 
In plan ahead I work well 3.7 4 l~l 8 
I am able to explain what my skills are in different 3.7 4 0.9 9' 0 
subjects 
My teachers read my self-assessments and agree with 3.7 4 0.9 10 
them 
I feel in control of my school work 3.6 4 0.9 11 
My parents know about and understand RoA 3.6 4 1.3 12 
The lessons in which I record my subject achievements 3.6 4 1.1 13 
are important to me 
My teachers treat me fairly 3.6 4 1 14 
My teachers listen to my point of view 3.4 , 1 15 ~ 
I find it easy to describe my personal skills and myself 3.3 3 1.1 16 
as a person 
In myJessons I set targets to improve my grades 3.3 3 1 17 
RoA helps me try to improve my grades 3.2 3 1.3 18 
I enioy recordin.g my achievements 3.1 3 1.2 19 
Recording my outside-school activities is important to 3.1 3 1.3 20 
me 
The school values my activities outside school 2.9 3 1.21 21 
I enioy writing about myself 2.8 3 1.2 22 
I like writing my self-assessments 2.4 2 1.3 23 
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--- - - -------------------------------------------------------------------------
The overall results indicate some positive student approaches towards RoA. From a 
quantitative point of view only two out of 23 statements had scores ofless than the 
'expected' values oD. Furthermore, five out of the 23 statements had scores of more than 
4, and the statements with low scores had a large standard deviation, indicating a range of 
opinion across the sample. In general, the 'preferred' statements related to the summative 
process, responsibility for work and progress, and knowledge of the skills and the targets 
needed to develop those skills. Lower preferences were allocated to statements concerned 
with outside-school activities, writing self-assessments and enjoyment of the RoA process. A 
more detruled discussion follows in the next section, with reference to RoA categories. 
The general response to the comments section was high. Over 80% ofthe students 
responded to this section. 40% of these responses covered a combination of issues, and over 
10% were expressive and original in their interpretation of issues. There was a level of 
consistency between the rankings given and the comments made. Student opinion was in 
general positive, although comments were critical in many areas. The analysis is discussed in 
detail in the next section. Here are some examples: "They are the most wonderful idea. 1 
feel it gives the pupils a chance to express themselves. It also gives the employer a chance 
to know the pupils before interviewing them ". "1 think it is a good idea, because it gives a 
better view of people. It helps you see what they are really like. 1 think it is much better 
than a set of results. I also like it because you know that if you have achieved something, 
people will know about it and maybe talk to you about it". "Excellent idea. A true genius 
thought of the idea". Some students were more uncertrun, for example: "As far as I'm 
concerned, the Record of Achievements is a big book containing lots of things about me, 
such as what 1 have done outside of school, my exam grades and my personality in general. 
I am unsure about how this information will be presented and how much use it will be to 
me". "I feel that records of achievement only work for you and to your advantage if you 
want them to. What 1 mean by that is that you can only use them to set targets if you want 
to. Also, at school there are some subjects which you have to do even if you don't like them, 
so people are likely to assess themselves in a more positive light than they honestly think". 
Or simply "It may provide an overall view of me ". 
Students felt able to offer strong criticism. For example "A waste of time for me. A 
piece of paper work that is un-balanced and so misleading. I hope my exam results will 
.'peak more 1nl ly ". or "The records are /00% positive and everyone has all almost identical 
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report. meaning everyone will look the same to employers ... The paperwork is tiring and time 
consumingfor teachers and pupils". and lastly "I think they are for the benefit of students 
with not much else to show for themselves" with "no mention of weakness or behavioural 
problems". 
In conclusion, the general results provide an overall positive response, with a range of 
differing viewpoints. The variety of student opinion, backed up by the depth of many 
comments, indicates that there may be underlying interpretations, which will be considered by 
comparing results to specific aspects ofRoA. 
b) Student Comments 
Student comments were analysed according to the length of comment, and the range 
of issues covered [see 4.6 b)ii]. The following tables summarise this analysis. 
i) L(!Vel of response 
Category Frequency 
No comment 35 
Basic 180 
Extended 138 
Cogent 40 
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ii) Range of Response 
frequency 
positive basic comments 59 
negative basic comments 37 
Self-assessment 53 
Summative processes 139 
Teacher/student negotiation 32 
Target-setting 49 
Criterion-referencing 57 
Outside-school activities 25 
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Not true True 
I take responsibilty for my work 1 2 3 4 ® 
and progress 
My teachers read my self-assessments 
and agree with them 1 2 3 @ 5 
If I plan ahead I work well 1 2 3 4 ® 
I expect to use my Record of Achievement ® in the future 1 2 3 4 
My parents know about and understand 
Records of Achievement 1 2 3 4 ® 
In my lessons I set targets to improve 
my grades 1 2 3 4 CD 
I find it easy to describe my personal ~A skills and myself as a person 1 2 3 - 4 
Recording my outside-school activities ® is important to me 1 2 3 4 
My final Record of Achievement will give 
an accurate summary of my skills and 
knowledge 1 2 3 4 
My teachers listen to my point of view 1 2 3 
In ~he space below please sum up your views about Rec ds of 
Ach~evement 
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THANK YOU 
iii) The comments (Figure 6) were compared with the relevant statement scores. An 
example of the process is interleaved. A very small number of comments were not associated 
with appropriate scores. 
iv) In addition to the above content analysis, certain features, such as reference to issues 
in the literature were also noted. 
Individual school's responses reflected the above ratios, although students from KM school 
did not comment in as great depth as the others. 
c) RoA Categories 
In this section. results will be presented in relation to statements grouped according 
to RoA categories. 
The relevant statements in each group will be given, with their overall scores and 
position in the distribution. The median position is 12th, with upper quartile being 6th, and 
the lower quartile 18th place. 
a) Self-assessment 
I find it easy to describe my personal skills and myself as a person 
I enjoy recording my achievements 
I enj oy writing about myself 
I enjoy writing my self-assessments 
(3.3, 16th) 
(3.1, 19th) 
(2.8, 22nd) 
(2.4, 23rd) 
All four statements fall below the median position and two of them are the lowest scoring. 
This indicates a negative approach to this area. The actual descriptive aspects have a more 
positive response, but the written aspect has the lowest scores. Students' comments on this 
area are illuminative. "Records of Achievements can be useful in the future, but I dislike 
writing personal statements, as not many people tell the truth in them, and if they do, they 
may exaggerate a little ". This could be the case in subject recording as well " ... they are 
difficult to write without looking as if you are shOWing off about how good or bad you are at 
a certain subject ". 
82 
Perhaps attitudes can be summed up as - "not velyenjoyable to do; but a very good 
thing to have, when using it in futllre situations" or "I think that record~ of achievements 
are a good idea but writing self-assessments just gets tedious, I always end lip writing the 
same thing every time ", As a special needs student wrote "I think they are good: I have 
photographs of what 1 have done ", 
To conclude, the writing of self-assessments is seen negatively, within a generally 
neutral context, 
b) Summative processes 
I expect to use my RoA in the future 
My final RoA will give an accurate summary of my skills and knowledge 
My parents know about and understand RoA 
(4.2, 1st) 
(4,3rd) 
-(3.6, 12th) 
All three statements are in the top half of the distribution, with two being highly ranked. This 
shows quite strong support for the final document, and of the summative process as a 
provider of academic and personal information. In addition, it indicates an expectation that 
students will use RoA as transfer documents in the transition to Higher Education, training, 
post-16 studies, and the world of work. Students comment as follows: 
"Records of Achievements are a good idea because future employers will see what kind of 
person YOIl are and not only what grades you've got" and "I can take my Record of 
Achievement to the interview and the interviewer will see what I have done ", Furthermore, 
"it gives future employers a good background knowledge about you and your life and 
achievements in school, It is a true statement about you which people would find interesting 
to read", According to another student " .. it will also help employers know what 1 was like 
at a younger age ", Finally "Records of Achievement are a good idea .. , (they) show my 
parents how I have been doing at school", 
To conclude, the summary document is seen as quite important and accurate in its 
content, a very useful document for interviews, that has emerged from a formative process. 
c) Criterion-based recording 
I understand what my marks mean and what skills I am learning 
I am able to describe what my skills are in different subjects 
(4,4th) 
(3.7,9th) 
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The lessons in which I record my subject achievements are 
important to me (3.6, 13th) 
All three statements scored neutrally with two being in the top half of the distribution, and 
the third being one below the median. It indicates limited student acceptance of criterion-
referencing and developments in RoA and the National Curriculum in this area. Students 
seem able to understand skill descriptors in assessment areas indicating some confidence in 
this area. 
. Students' comments include "/ think that RoA are a good way of recording an 
individual's skills" and "/ feel that Records of Achievement are good as they give you a 
goal to aim for. They also show you if a piece of work is good or not." Furthermore, "/ 
think they are good because you can tell people of all the things you are capable of and the 
skills that you have" and "/ think (they) are good to have so that you know what skills you 
have and what you are good at." To conclude, this area shows that students show some 
understanding of the relationship between RoA and formative, criterion-based recording. 
d) Teacher/student negotiation 
I think it is important to discuss my work with my teacher 
I like praise from my teachers 
My teachers read my self-assessments and agree with them 
My teachers treat me fairly 
My teachers listen to my point of view 
(3.8, 6th) 
(3.8, 7th) 
(3.7, lOth) 
(3.6, 14th) 
(3.4, 15th) 
All responses to the above are in the middle part of the distribution and have 
reasonably high scores. These results indicate an ambivalent response to teacher/student 
interactions, and indicate that some students perceive their importance. There is an indication 
that students feel discussion often does lead to jointly agreed outcomes, and that the 
relationship is generally fair and democratic. The students' comments may point to the fact 
that, although teachers are trusted in relevant assessment activities, they are not seen as open 
and democratic in an overall sense. 
Negative student comments include "/ don't think it is a very good way of showing 
achievement. Some of the teachers are biased about some members of the class and give 
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them, a better account of their work ... ! personally think! don't get afair hearing when it 
comes to anything to do with the school, so I don't really like anything to do with it whether 
it be RoA or othenvise." In addition, "I think that RoA are alright, but a lot of it is made 
lip by teachers, so it can give an untrue impression" or as another writes, "/ hope it will 
help me in the future to get a job, but I don't really see how, because the teachers don't 
usually tell the truth." On the other hand students say "I think that they (RoA) are a good 
idea because it is something that is totally your own with both your own and your teacher's 
comments included. " Also "/ agree with them (RoA) as I like to know what teachers think 
about me and how they think I am getting on." Two of the best summaries of this area are 
as follows "I think they are good because they let you know how much progress you are 
making, what to expect from work done in the future, and what the teacher's attitude is 
towards your work" and "/ personally think that RoA are a good WCO' to sum llP your 
feelings and also to help you notice your weaknesses. I would prefer it if RoA were more 
easy to access. I think it is a good way for teachers to see my point of view and my feelings 
on the matter. " 
e) Target-setting 
I take responsibility for my work and progress 
I know what targets I need to set to improve my grades 
IfI plan ahead I work well 
I feel in control of my school work 
In my lessons I set targets to improve my grades 
Recording my achievements helps me try to improve my grades 
(4.2, 2nd) 
(4,5th) 
(3.7, 8th) 
(3.6, 11th) 
(3.3, 17th) 
(3.2, 18th) 
Two statements are in the upper quartile, with two more in the top half of the lower 
quartile region, but have scores above 3. The results show some positive approaches 
towards target setting, in that students feel some responsibility for their own development, 
and see the need for planning and target-setting. 
Student comments are very varied about the above issues. For example "Records of 
Achievement are very good to write because they make me realise what work needs to be 
done cmdwhat I have to do to improve my grades". As central to the process oftarget-
setting a student states "It helps you see what YOll are good at, and what YOll could improve 
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at, alld it also makesyo1J think about how YOIl are gettillg 011, which you would not always 
do without them". In addition "] think that RoA is a good idea because you can set targets 
for the future. Most of my statements are alright, alld] 'm quite proud of it ". With regard 
to the RoA: "[feel very positive about the idea, because it helps me to get involved in 
activities and achieve certain targets ". Perhaps the best summary being "] am quite looking 
forward to compiling my RoA next year. ] have already set my targets on the things] /leed 
to improve 0/1, a/ld] am working towards them steadily". 
For some students, RoA is seen as central to target-setting; although as evidence 
from the case studies indicates, the location of target setting varies from school to school. 
f) Outside-school activities 
Recording my outside-school activities is important to me 
The school values my activities outside school 
-(3, 20th) 
(2.9, 21st) 
The two statements have relatively low scores, and are positioned in the lower quartile of the 
distribution. Students do not strongly value this area of personal recording, and feel that 
schools do not either. Student comments are interesting "Records of Achievement give me 
the chance to give an account of my school and social life " says one student. Another 
comments "] personally enjoy looking back at what] have achieved out of school, as it 
proves to me that school isn't everything, and that] can gain things without the help of any 
teacher". However another student feels " .. it only sqys what you are like in school, not out 
of school" but again a different student asserts "] am able to record my work in and out of 
school" and another " .. it sqys about your outside school activities and jobs ". The best 
summary is given by a female student "A lot of emphasis is put on extra-curricular activities 
(mainly sport) which is goodfor people that excel in these areas, but are not very 
intellectual. There is no space, though, for the person that goes out socialising or for the 
student that spends a lot of time doing homework. There should be more emphasis on social 
skills too". In summary, although there are relatively low scores, this area is valued by some 
students. 
In conclusion, the summative document is clearly the favourite area, with self-
assessment and outside-school recording the least favourite. In addition students seem to be 
ambivalent about target-setting, criterion-based assessment and teacher/student negotiation. 
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5.4 Student Constructs 
The cumulative results were factor analysed [see 4.6 a)iv]. The purpose of this was 
to try and find distinct personal constructs by which students interpreted RoA, and which 
conditioned their response to statements and RoA categories. 
FACTOR 1 
I like writing my self assessments 
I enjoy recording my achievements 
Recording achievements helps me try to improve my grades 
FACTOR LOADING 
0.77 
0.71 
0.64 
The lessons in which I record my subject achievements are important to meO.60 
I enjoy writing about myself 
I think it is important to discuss my work with my teachers 
In my lessons I set targets to improve my grades 
% of variance = 22.8% 
FACTOR 2 
0.49 
0.35 
0.33 
I feel in control of my school work 0.63 
I take responsibility for my work and progress 0.63 
I understand what my marks mean and what skills I am learning 0.62 
The school values my activities outside school -0.30 
Recording my outside school activities is important to me -0.22 
% of variance = 9% 
FACTOR 3 
I expect to use my RoA in the future 
If! plan ahead I work well 
My final RoA will give an accurate summary of my skills 
and knowledge 
My parents know about and understand RoA 
In my lessons I set targets to improve my grades 
0.68 
0.58 
0.57 
0.50 
0.48 
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I know what targets I need to set to improve my grades 
Recording achievements helps me try to improve my grades 
The school values my activities outside school 
% of variance = 6% 
FACTOR 4 
My teachers treat me fairly 
My teachers listen to my point of view 
My teachers read my self-assessments and agree with them 
My parents know about and understand RoA 
The school values my activities outside-school 
% of variance = 6% 
FACTORS 
0.33 
0.33 
0.31 
0.75 
0.75 
0.60 
0.44 
-
0.35 
I find it easy to describe my personal skills and myself as a person 0.75 
I enjoy writing about myself 0.58 
I am able to describe what my skills are in different subjects 0.37 
The school values my activities outside-school 0.33 
Recording my outside-school activities is important to me 0.33 
I think it is important to discuss my work with my teacher -0.22 
% of variance = 5.2% 
FACTOR 6 
I like praise from my teachers 
Recording my outside-school activities is important to me 
I think it is important to discuss my work with my teacher 
% of variance = 4.4% 
0.77 
0.53 
0.46 
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The above factors provide some evidence of discrete personal constructs. It is not 
possible to state that either one construct relates to one person, or that students can separate 
out the issues into a series of personal constructs with which she/he views the whole RoA 
area. It is interesting that although Factor 1 accounts for quite a high percentage of the 
variance, the factors do link together RoA categories. For example, Factor 3 connects 
together target-setting and the summative processes. whereas Factor 4 links together aspects 
in the literature with regard to significant others in a negotiation situation. 
5.5 Comparison by Gender 
18 statements had results with no significant differences in population responses. The 
significant results are given below, detailed results appear in Appendix B. 
Girls scored significantly lower in response to the following statements, both located 
in the out-of-school recording category. These were: 
The school values my activities outside-school 
Recording my outside-school activities is important to me 
Girls scored significantly higher in response to the following: 
I expect to use my RoA in the future 
I like writing my self-assessments 
My teachers read my self-assessments and agree with them 
These differences are discussed in more detail in the next chapter. The results are presented 
below, with differences in Year Group also. 
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Summary of Cumulative Scores, Gender Differences and Year Differences 
Pos Mean MF 11: 
10 
19th 3.11 I enjoy recording my achievements - 10/0" 
11th 3.6 I feel in control of my school work - 5?1>-
21st 2.9 The school values my activities outside school .5%+ 10/0-
9th 3.7 I am able to explain what my skills are in - -
different subiects 
23rd 2.4 I like writing my self-assessments 5%. 5%. 
18th 3.2 Recording achievements helps me try to - 1% .. 
improve mv grades 
6th 3.8 I think it is important to discuss my work with - 5o/~ 
mvteacher 
5th 4 I know what targets I need to set to improve - -
mv grades 
13th 3.6 The lessons in which I record my subject - 1°/0" 
achievements are important to me 
7th 3.8 I like praise from my teachers - -
22nd 2.8 I enjoy writing about myself - -
4th 4 I understand what my marks mean and what - -
skills I am learning . 
14th 3.6 My teachers treat me fairly - -
2nd 4.2 I take responsibility for my work and progress - -
10th 3.7 My teachers read my self-assessments and 5?\" 
agree with them 
8th 3.7 If I plan ahead I work well - -
1st 4.2 I expect to use my RoA in the future 1%. -
12th 3.6 My parents know about and understand RoA - -
17th 3.3 In my lessons I set targets to improve my - 50/0" 
grades 
16th 3.3 I find it easy to describe my personal skills - -
and myself as a person 
20th 3 Recording my outside school activities is 1%+ -
important to me 
3rd 4 My final RoA wiII give an accurate summary - -
of my skills and knowledge 
15th 3.4 My teachers listen to my point of view - -
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5.6 Comparison by Year Group 
The responses to four statements were significantly different according to Year group 
at the 1% level (Year 10 scoring higher). 
These were: 
I enjoy recording my achievements 
The school values my activities outside-school 
Recording achievements helps me try to improve my grades 
The lessons in which I record my subject achievements are important to me 
The responses to four statements were scored high by Year 10 students at th~ 5% level. 
These were: 
I feel in control of my school work 
I like writing my self-assessments 
I think that it is important to discuss my work with my teacher 
In my lessons I set targets to improve my grades 
All the results are concentrated on the more formative areas ofRoA, and are discussed in the 
next chapter. Detailed results appear in Appendix C. 
5.7 Conclusion 
The results of the research provide insights into how young people view RoA, in both 
general and specific ways. They show an approach that may be conditioned by the individual 
school's RoA processes, but that also varies from student to student according to distinct 
personal constructs. 
In specific terms, the results can be summarised as follows: 
1. Students responded positively to the statements, using the full range of the scoring 
system. 
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2. Students commented on RoA in a varying amount of detail. Comments varied from 
hyper-critical to unqualified praise; some were exceptional in the range of issues 
covered, others were precise and to the point. 
3. There was evidence of consistency between their use of the scoring system and the 
comments section. 
4. Summative processes achieved high scores and many comments. Target-setting, 
criterion-referencing and teacher/student negotiation were neutrally scored. Self-
assessment and outside-school activities were the least favoured categories. 
5. Student constructs were elicited that related to some categories. 
6. Most statements were consistent by gender comparison; differences occurred in 
outside-school activities, summative processes and self-assessment. 
7. Most statements were consistent by age-group comparison. More favourable scores for 
'process' statements were given by Year 10 students. 
8. The Case Study results for each school showed evidence ofthe RoA categories existing 
in each school's curriculum. 
9. These results, when viewed in comparison with each school's statement scores, allow 
for some tentative, comparative conclusions to be made. 
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Chapter 6 Discussion of Results 
The purpose of this chapter is to discuss the results of the research and to evaluate 
their significance. The nature of the research is exploratory, even though its focus is specific 
in its reference to explicit RoA categories. This may mean that the results indicate areas for 
further study, rather than providing definitive answers to relevant areas in the literature. 
Indeed, there are specific aspects of the methodology used that may make it unwise to draw 
firm conclusions. 
These aspects are as follows: firstly, as discussed earlier, the consistent use of 
positive statements may have elicited a positive response bias from the students. Secondly, 
Case Study schools are different in composition and approach to RoA, and therefore the 
aggregation of results across the schools must be treated with caution. Furtqermore, 
although the results from Case Study schools are statistically significant in some cases, care 
must be taken in relating these to differences in RoA systems, as the groups surveyed may 
not necessarily be representative of schools as a whole. Finally, the above issues do make the 
validity of the factor analysis results suspect. 
As mentioned in Chapter 3, one of the purposes of the methodology was to distil the 
issues in the literature, the factors influencing the schools' development and implementation 
ofRoA, and the range of ways students might encounter RoA, into a set ofRoA categories. 
However, evidence from the Case Study schools points to an overlap in these categories. 
For example, self-assessments may be used to record outside-school activities; they may also 
form an integral part of a reporting system. Criterion-referencing might form part of a 
target-setting process; alternatively target-setting might well be general, and concentrate on 
tasks such as presenting homework on time or improving behaviour. The above does make 
some student results, with regard to RoA categories, difficult to interpret. 
Given the above qualifications, however, it is possible to highlight some features 
contained in the presentation of results. 
Consideration will be given to the following areas: 
6.1 Case Study Schools 
6.2 Student Perspectives 
6.3 Student Comments 
6.4 Student Constructs 
6.5 Conclusion 
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6.1 Case Study Schools 
SN School: 
The results for this school show students experiencing RoA in the differing explicit 
categories of the research. Evidence of the school processes has some interesting features. 
Self-assessment and outside-school recording are organised and structured from the start of 
Year 10. This structure is supported by appropriate resources and by contacts with 
significant members of the community through the Compact scheme. A second point of 
interest is the concentration on the pastoral curriculum for target-setting and teacher/student 
n..:gotiation, again with a personal plarmer as the appropriate resource. Finally the summative 
processes seem to be strongly supported by formative work in the area of outside-school 
recording, and include subject-based statements written by the students. 
Student responses show support for summative processes and a neutral approach 
towards self-assessment and outside-school recording. When compared with other schools, 
however, these are all scored higher, along with two statements in the summative category. 
This would indicate that the translation from formative to summative recording is integrated, 
and that students respond comparatively well to this. Although scores are higher in other 
categories as well, caution is indicated, as 75% of the students were Year 10 students, who 
across all schools scored formative categories higher. 
MO School: 
The results for this school show evidence of students experiencing the RoA 
categories. Results from the School Descriptor document show some interesting features. 
Target-setting and criterion-based assessment occur in all curriculum areas and provide the 
basis for guiding student progress and for the reporting process. Teacher/student negotiation 
is seen as an integral part of this process, although in the summative document, the 
curriculum statements are written by the teacher. Student comments highlighted the referral 
system for recording achievements, with doubt expressed as to the criteria for referral. The 
main discussion was around the use of these for motivation of underachieving students, as 
opposed to rewarding achieving students. 
Student responses were ambiguous when considered across the categories other than 
self-assessment and outside-school activities which were scored negatively. When compared 
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with other schools, one interesting feature is the higher scores (other than SN school), 
concerning parental knowledge. It could be assumed here that the integration of some RoA 
features into the curriculum and reporting process may aid communication in this area. 
There is no real pattern to any of the other differences. 
KM School: 
The results for this school show the existence of all RoA categories, although RoA is 
relatively new to the school. The most interesting feature is the use of National Curriculum 
attainment targets for criterion-based assessment, target-setting and reporting. The influence 
of the earlier RoA schemes on the development of the National Curriculum is evident here, in 
that the school sees the above processes as part of the RoA structure. In addition, another 
feature is the low level of self-assessment and its fragmented appearance in the curriculum. 
Although there is some recording of outside-school activities, there is no structure for this, 
and there are limited resources for the student apart from the summative personal statement. 
Student responses are generally neutral, with very low scores for self-assessment 
areas. Some students did comment on the lack of relevance of this area. Similarly, and 
perhaps to be expected, a low score is given to the statement linking RoA to grade 
improvement. The staff may see this link, as mentioned above, but not the students. When 
compared with other schools (apart from SN), there is no real pattern of differences, apart 
from reinforcement of negative approaches to self-assessment and RoA linked with grade 
improvement. As expected, parental knowledge seems significantly lower. 
LF School: 
The results from this school show evidence of students experiencing all of the RoA 
categories. There are some features shown by the response to the School Descriptor 
document. The use of self-assessments in the reporting process is highly structured, with a 
great deal of written work by the student, in response to prompt sheets. The reporting 
process is also the context for teacher/student negotiation, centred on the subject reports, 
and the general comments section. Although criterion-based assessment forms the basis of 
staff input to reports, target-setting and the prompt sheets mentioned earlier deal with 
general issues. Interesting additions to the summative documents, similar to MO school, are 
the computer-generated curriculum statements. Student comments pointed to similarity of 
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wording as a drawback here, and also highlighted a lack of enthusiasm for the self-
assessment process. 
Student responses may have been distorted by the fact that all groups were from Year 
11, although it is surprising that summative processes do not attract more positive scores. 
The negative aspects of self-assessment are, perhaps, to be expected, especially when 
approaches are compared with regard to SN school. Furthermore, given the Year 10 
imbalance, two aspects in the summative categories are scored higher by SN school. 
Summary 
Following the discussion of the Case Study schools' results some comparative points 
seem evident. 
a) It is plausible to conclude that certain features ofSN school's processes may account 
for the significantly higher statement scores, although Year 10 differences may also be 
. influential. The main feature of the school's RoA system, is the emphasis on structural 
formative recording in the pastoral curriculum. In addition, emphasis is also placed on the 
recording of vocational experiences and there seems to be a close integration of formative to 
summative processes. 
b) MO school uses criterion-based recording as an integral part of assessment, as well as 
its reporting system. This structured approach may account for some higher scores, 
particularly with regard to KM and LF schools. It may well partially account for the higher 
score for parental knowledge, especially as the school has had a lengthy involvement with 
RoA. 
c) KM school's results are of interest as RoA is a new development at the school. 
Scores do seem lower, but not over the whole range of statements. The impact of internal 
factors on student perspectives may be evident as RoA is still in a deVelopmental stage, and 
consequently students have yet to develop their own perspectives in some categories. This 
perhaps also accounts for the school's slightly lower levels of comment response. 
d) The lower scores for LF school may arise from Year 11 cynicism. However, a 
comparison of the different methods of self-assessment used, particularly with regard to SN 
school may account for the difference in this category. The strong emphasis on hand-written 
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self-assessments for reporting purposes, may well have influenced student perspectives in LF 
school. 
e) Finally, the scores for the statement "/ expect to use my RoA in the future" were 
significantly higher for SN school, which is noteworthy as almost 75% of the students were 
from Year 10. The Compact scheme may be influential here, as the formative 'folder' has 
many inputs from members of the business community, and representatives from local 
councils, hospitals and schools where community placements occur. As these people will be 
potential end-users, their involvement in the process may be considered a validation of the 
end product. 
The next section offers an interpretation of the cumulative student perspectives, 
supported by evidence from the Case Study schools and the results of gender comparison. 
6.2 Student Perspectives 
I. Self-assessment: students allocated relatively low scores to statements in 
this area, with many comments supporting the low scoring. The main issue for students 
seems to be a heavy emphasis on written statements which seem tedious and difficult to 
produce, confirming the PRAISE findings (1988). Girls, however, seem to favour this 
area more than boys, which confirms ILEA's findings in 1988, and recent findings on 
girls' ability to write discursively in all areas of the curriculum (SEAC 1992). Students 
may tend to devalue self-assessment, moreover, when it is more related to report 
writing. Jepson and Carro!l's (1991) research into RoA v reports perhaps needs to be 
revised as RoA categories now seem to be part of the reporting process. 
11. Summative processes: students scored statements in this area quite highly, 
with many comments. The final documents are mostly seen as accurate, a good 
summary of previous formative recording, and of use in transfer to work and higher and 
further education. These results generally confirm the stated purposes ofRoA 
documents set out in RANSC. Girls scored one statement in this area significantly 
higher than boys. Given Kearns' (1989) concern that schools tend to downgrade girls' 
career aspirations, it is pleasing to note that the summative aspects ofRoA do not 
necessarily reflect this, and that female students from the schools surveyed have 
expectations of using the final document. 
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Evidence from the Case Studies shows that summative processes are quite well 
supported if the formative recording is related to vocational activities; perhaps students 
see that the RoA processes are supported by the outside community, before they come 
to the summative stage. 
Ill. Criterion-based recording: these statements were scored neutrally by students. 
The main aspect that seems to have influenced school developments, is the development 
and implementation of the National Curriculum, as predicted by RANSC (1987). 
Graded assessment methods, such as those given by Black and Dockrell (1984) and 
carried through by TGAT, have formed a basis for the assessment and development of 
attainment targets centred on skill areas. The Case Study schools all used these 
methods in some way, and it is interesting that some of the schools use results for the 
final summative document. 
iv. Teacher/student negotiation: the response by students to the statements in this area 
are ambivalent. These processes seem to have moved forward and away from the 
negative problems of power-relationships evidenced by Phillips (1989). The scoring in 
this area, and many student comments, point to some student confidence in this process. 
The Case Study comparisons seem to indicate that student-negotiation with teachers is 
more valuable if it is located within a pastoral base, with a significant role allocated to 
the form tutor. 
v. Target-setting: students scored statements in this area neutrally. It is 
interesting to note that the view oftarget-setting was increasingly negative when 
subject-based target-setting in each curriculum area is considered. Evidence from the 
Case Study schools indicates that these responses may be more positive where review 
takes place in the pastoral curriculum rather than subject areas. Possible reasons may 
be: 
i) with the National Curriculum stiJI at an early stage, students may lack the previous 
assessment experiences necessary for them to 'make specific curriculum steps' and may 
not have any reference points to know 'what the next step is'. 
ii) the purposes outlined by RANSC, that students should be able to 'plan action to 
develop strengths and positive approaches to weaknesses' seems only to be explicitly 
taking place in an overall manner based in the pastoral curriculum. 
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VI. Outside-school activities: students scored both statements in this area 
relatively low. These were backed up by some student comments that perhaps indicate 
that too much emphasis in this area is laid on extra-curricular activities, such as sport 
and club membership, and not enough emphasis on social activities, domestic 
responsibilities and homework. This is confirmed by the significantly lower scores 
given by girls in this area; despite the recommendations ofRANSe and PRAISE, it 
seems that approaches need reviewing, particularly, as Burchell (1995) comments, "in 
teacher perceptions, expectations and stereotypes offemale and male students". 
Furthermore, in this area, the concerns ofHadley (1991) seem very relevant. As the 
RANSC report states "some pupils are disadvantaged by the lack of opportunity to 
experience the sort of activities which are likely to be regarded by their teachers ... as 
worthy of recording". 
Formative and summative processes therefore seem inhibiting for girls in this area. 
One issue may be the school perception of outside-school activities. Pilot schemes have 
opted for achievement recording of activities that are sport or club-oriented, and there is 
evidence that girls can be inhibited from involving themselves in these activities. Moreover, 
if girls are directed from an early age into more domestic and family responsibility, these may 
not be seen as achievements outside school, more as part of everyday life. A second issue 
may be the extent to which social and inter-personal skills evidenced outside school should 
form part of recording in the above area. Clearly girls would respond to these issues, as 
evidence shows that girls in the 14 to 16 age range do have a more 'personal' orientation to 
activities such as socialising or generally developing relationships. Furthermore, girls who do 
involve themselves in sport and club activities need encouragement, perhaps, to record them. 
6.3 Student Comments 
Student responses to the comments section have already been used to illuminate some 
aspects of statement scoring and Case Study results. They also formed an important aspect 
of the triangulation of the research. This discussion centres on the basic content analysis 
carried out and presented in the previous chapter. 
The level of response to comment sections is reasonably high, particularly given the 
time constraints of the sessions. The range of the responses was wide, including highly 
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positive and negative attitudes, and extensive with regard to the RoA categories. The 
responses also covered areas in the literature, such as motivation and self-confidence, and 
teacher/student power relationships, and, as mentioned previously, specific school 
procedures, such as referral systems. It is unfortunate that the emphasis on confidentiality, 
and the geographical range of participating schools, made it impossible to follow up students 
and discuss their comments further. However, the potential for qualitative and ethnographic 
research in the future is apparent from the results of this study. 
The mixed ability nature of the participating groups is reflected in the diversity and 
language of the responses, and the comments did correlate well with statement scores. 
Evidence from the Case Study schools and the cumulative data points to three categories 
receiving high and low preferences: summative processes, self-assessment, and outside-
school activities. Student comments reflect this and offer insight, although care must be 
taken in aggregating comments across Case Study schools. 
Many of the negative comments, both basic and extended, concentrated on self-
assessment. The emphasis on writing was heavily criticised, as was its time-consuming 
nature. Indeed, many other negative comments also concentrated on the latter, contrasting 
the value ofRoA with real learning in the class-room. 
Summative processes received many comments, mostly positive, with some disquiet 
about the compilation of the final document. These comments pointed to the value of the 
final document as a personal record and as a transfer document. Of the comments that were 
extended, many related the summative document to more formative aspects ofRoA. 
Outside-school activities were treated as peripheral by most students and received 
few comments. Of the 25 comments made, 13 commented on this area as an important part 
of the recording process. 12 comments, however, pointed to the advantages of this type of 
personal recording for students who were disaffected with school. This breakdown was also 
evident in the teacher/student negotiation category, with strong personal feelings from those 
sceptical about the process. 
Finally, although academic ability is not a particular focus of the research, many 
comments in two Case Study schools pointed to the advantage ofRoA for less academic 
students, and a relative lack of interest among highly academic students. 
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6.4 Student Constructs 
The student constructs provided by the factor analysis, although interesting, have 
some drawbacks. There are two cautionary points in relation to the interpretation of these 
factor constructs. Firstly, it is not clear if these constructs define subgroups within the 
student population, or involve, at the other extreme, each person using a series of different 
constructs to interpret aspects ofRoA. Secondly, the construction and language of the 
questionnaire, might go some way to providing an a priori structure to the correlation matrix, 
but, as Child (1970) observes, "in most instances, the factor analysis is preceded by a hunch 
as to the factors which might emerge ". Given the above qualifications though, the factors 
are easily interpretable and offer some significant insights into young people's perspectives 
onRoA. 
The most interesting feature is the way in which the factors connect different RoA 
categories, and statements in different categories. 
I) The first student construct, 'Process Involvement', ties together a range offormative 
issues, connecting formative recording with academic achievement and grade improvement. 
As one would expect, the statements in this factor correlate well with the statements that 
were scored significantly higher by Year 10 students. It seems, therefore, that elements of 
this factor become less influential as the end ofKS4 approaches, with the onset of GCSE and 
the requirements of the summative document. The onset of Year 11 cynicism might be one 
cause ofthis, particularly given the low scores for many of these statements. 
2) The second student construct, 'Responsibility and Control', is a student perspective 
that unites issues of self-responsibility and control over learning, without key elements of 
RoA being included. Furthermore, aspects of outside-school activity recording correlate 
negatively. It has an academic slant, that does not include statements included in 
'teacher/student negotiation' aspects, for example. Although ability levels were not 
considered explicitly in the research methodology (all groups surveyed were mixed ability 
groups) this factor may be considered, perhaps, as a perspective based on above average 
ability in academic areas, with previous history of positive learning experiences. If this were 
101 
the case it would certainly support some of the findings of Wig an LEA (1988) and Farrell 
(1991 ). 
3) The student construct 'Target-setting and Transfer' relates summative processes to 
target-setting and may be considered the Year 11 perspective. It seems to confirm the 
previous conclusions made about the tendency towards 'overall' target-setting, but with a 
focus on planning for transfer to the next stage after KS4. 
Perhaps more importantly, though it may validate the summative document as 
representative of formative recording, it also relates summative processes to grade 
improvement and specific subject-based target-setting. Therefore it can be concluded that 
this factor highlights a 'career development' type of approach at a stage of transfer. To 
paraphrase the logic as it seemed to one student "Recording achievement has helped me to 
improve my learning. This is represented in my final RoA, and this will provide the starting 
point jor my next challenge ". 
4) The 4th student construct to be considered has been named, 'The Significance of 
Others'. The linking ofteacherlstudent relationships to parental knowledge ofRoA and 
school validation of outside-school activities gives a distinct 'community' feel to the factor. 
It may be that this perspective echoes previous discussion as to the desirability of vocational 
recording and the central role of the form tutor. 
5) The student construct named 'Self-development' sees RoA in distinctly personal 
terms, and could be considered as a strong perspective based around the 'Personal 
Statement' aspect ofthe NRA. Of all the student constructs discussed, this seems the 
clearest in terms of its approach to issues of personal recording; it is even more interesting in 
its lack of reference to teachers, or target-setting. 
6) The final student construct is small, and hard to interpret. It has been named the 
'Confidence-booster' in that it indicates that teacher praise, in relation to discussion is an 
important factor in raising confidence. It seems to be saying "Praise from I1'!Y teachers 
validates my activities inside and outside school" and although it may not inform issues in 
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the literature, it certainly confirms the deeply held beliefs of many teachers as to the value of 
praise in educational settings. 
In conclusion, the questionnaire instrument in its present form, may not be the 
best basis for a factor analysis; however, this area could well be the focus of future research. 
6.5 Conclusion 
In conclusion, the discussion of the results of the research shows the diversity of 
approaches to RoA in the Case Study schools. Furthermore, the student responses in the 
statement scoring and comments sections, again show a wide range of opinion. When 
viewed together, results indicate student preference for summative responses _and negative 
preferences for self-assessment and outside-school recording. When these are considered 
across each Case Study school, with the possible bias in representatives of SN school taken 
into consideration, it may be that the vocational aspects of the pastoral curriculum and the 
integrated approach to RoA in the above areas may be more successful. The gender 
differences in the area of outside-school activities do highlight problems that echo the issues 
in the literature. Content analysis of students' comments provides support for the above 
themes. The numerous comments relating to self-assessment point to writing as being the 
main factor in influencing negative viewpoints. The results for girls, who seem to favour this 
area, and the written format (SEAC 1992) confirm this view. The above themes provide the 
basis for the final chapter of this study. 
The issue ofrace was outlined on Page 20. The concerns ofHadley (1991), Gibson 
1989) and Green and Cockett (1995) may be partly answered by the results of SN school, 
which has a large majority of students from ethnic minorities. Given the provisos stated 
earlier, these students did score many statements significantly higher than other schools. 
While it would be inappropriate to say that students from ethnic minorities show a more 
positive preference, it could be said that there was no evidence of any negative preferences. 
The conclusions of Broad foot (1986) and Wheatley (1988) concerning the 
motivational aspects ofRoA, led the researcher to further analyse the comments section: 36 
statements mentioned motivation and confidence in relation to RoA. For example formative 
recording processes were good because "they give you self-confidence to carry on in life 
and improve your grades in all areas of school". Teacher/student discussions are "a good 
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idea alld I feel they give people a chance to say what they are good at, and nothing bad is 
spoken when you have these talks and this makes you feel good about yourself. .. Finally, 
summative documents "have a lot of certificates, which has helped me gain more and more 
conjidence .... and makes me proud of myself. .. 
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Chapter 7 Conclusions and Recommendations 
The purpose of this research has been to attempt to distil students' perspectives on 
RoA through a discussion of the results from four Case Study schools. In discussing these 
results reference has been made to the specific characteristics of each school, differences in 
these characteristics, differences in response between schools, differences in response 
between Year groups and sex, cumulative responses according to RoA categories, content 
analysis of student comments and the use of these comments for illumination and 
triangulation. In addition, factor analysis of responses was also carried out. Taken 
separately, each ofthe above approaches has drawbacks. However, some themes do seem to 
permeate the different methods of analysis. 
These themes form the basis of the conclusion to this study, and give rise to some 
tentative recommendations. Before these are outlined, it is worth noting that some of the 
results have been used by Case Study schools in evaluating aspects of their curriculum. SN 
school has used its own results in an evaluation of its PSE prograrmne. LF school viewed its 
own results and cumulative responses when evaluating its reporting process, which at the 
time of writing has been amended. 
Student preferences were most obvious in the areas of summative processes, self-
assessment and outside-school recording. Although evidence from Case Study schools 
points to a variety of different approaches to target-setting, criterion-based recording, and 
teacher/student negotiation, students' perspectives seem neutral or at least ambiguous in 
these areas. In fact, student comments in these areas tended to concentrate on aspects such 
as referral systems, similarity of computer-generated summative statements and generalised 
target-setting. 
a) Summative processes were, in the main, well supported by students, the final documents 
seen as accurate and useful. The higher scores for SN school for this category may 
indicate that student perspectives are strengthened ifformative recording has an early 
summative focus that involves potential end-users and if recording of achievement is 
organised and structured in the pastoral curriculum. 
Evidence from the Case Study schools does not indicate any particular student 
preference for any of the varying types of final document, although students did comment 
on the impersonal and undifferentiated nature of computer-generated final documents. It 
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seems that girls do value the summative document quite highly, which is interesting given 
the concerns in the literature. The student constructs offer the possibility of linking 
approaches to target-setting with summative processes. One area that may be the cause 
for concern to Case Study schools is the ambivalent scoring for the statement referring to 
parental knowledge, although, as indicated by SN and MO schools, parental contact 
through formative processes might improve students' interpretation of this specific area. 
As a guide for schools developing summative processes, it may be recommended that 
emphasis is placed on structured formative recording, involving a range of approaches, 
that has a vocational base and the involvement of end-users. Similarly, parental 
knowledge cannot necessarily be assumed, and continual communication at key formative 
stages might be of value. 
b) Negative student perspectives with regard to self-assessment is another recurring theme. 
Students and some Case Study comparisons indicate that the emphasis on writing may be 
detrimental. All Case Study schools use written self-assessments; they are, however, 
presented in different contexts. Therefore, the difference in scoring between SN and LF 
schools might, for example, be explained by the fact that SN school uses self-assessments 
for formative recording in the pastoral curriculum, whereas LF school uses hand-written 
self-assessments a great deal in its reporting process. The influence of writing also seems 
to be indicated by the more positive responses of girls to this area, both in this research 
and in other studies. 
For schools evaluating or developing their self-assessment processes, it may be a 
recommendation from this study that careful consideration be given to the amount of 
writing involved, that appropriate resources are provided for students with limited writing 
skills, and that methods involving alternative media, such as Information Technology, are 
considered. For schools developing reporting processes based on self-assessment, the 
results for LF school, and its changes in partial response to this study, indicate that the use 
of written inputs by the students should not be over-emphasised. 
c) Negative student responses to outside-school recording are reflected throughout this 
study. The Case Study schools have similar processes up to Key Stage 3, which tend to 
concentrate on hobbies and sporting activities and achievements. After this stage the 
tendency is to focus this area towards the personal statement contained in the RoA. SN 
school, however, does attempt to integrate the above approaches with recording of work 
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and community-based experiences. Students there still score the statements neutrally, but 
significantly higher than the other schools. Students' comments do not throw much light 
on the reasons for negative scoring, but it is interesting that some students do see 
recording achievement in this area as a counter-balance to underachievement, or lack of 
recognition of their progress in school situations. Girls also score this category lower. 
Although this has been discussed earlier, and may be a result of concentration by schools 
on sporting and youth-club activities, as opposed to family responsibilities and 
unstructured social activities, further research would be needed to clarifY this. 
For schools evaluating this area oftheir RoA system, it is recommended that attention 
is paid to all aspects of a student's life outside school, that achievements are recognised 
that are not specific to accepted areas such as sport, and that the potential for gender bias 
be considered in devising resources and programmes of study in this area. 
The results of the research have also allowed the possibility of discussion of issues in 
the literature that are either more implicit to student perspectives, or are tangential to the 
RoA categories forming the basis of this study. These issues include the way in which recent 
developments in reporting processes have incorporated features derived from RoA; the wide 
disparity of target-setting, ranging from very generalised targets to specific criterion-
referencing; the validity of referral systems; the possible motivational influences ofRoA; the 
effects of ability on student perspectives. Where references have been made previously to 
these issues, they should be considered as starting points for further research, as opposed to 
conclusions from this research. Furthermore, the results from the factor analysis should be 
regarded similarly as a basis for further research. 
There are, however, some issues which do merit discussion here. These are the 
possible influences of year group, gender, and ethnic origin. 
Significantly higher scores for statements covering formative areas were made by 
Year 10 students. A supportive student perspective by this year group may also be 
confirmed by the initial student construct from the factor analysis, which accounted for a 
large percentage of explained variance. The onset of Year 11 cynicism might also be 
evidenced by the lower scores in the formative areas by LF school. Schools developing 
RoNs may consider that a fall-off in student enthusiasm for RoA's is a natural reflection of 
a general lack of enthusiasm for other aspects of school life in Year 11, although the results 
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of SN school may indicate that this trend may be negated if summative and formative 
processes are integrated. 
Gender differences have been discussed previously. Given concerns in the literature, 
it is pleasing that girls seem to have expectations with regard to using the final document, 
seeing it as a valuable transfer and interview document. Their scores for self-assessment go 
some way to confirming writing as an important influence in this area; the perspectives on 
outside-school recording may have implications for schools, but equally may be explained in 
more depth by further research. BurcheIl (1995) summarises possible influences as; 
a) teacher perceptions, expectations and stereotypes offemale and male students; 
b) difference in attitudes towards writing statements, self-image and views of 
achievements; 
c) the relative levels of confidence offemale and male students in teacher/student 
negotiation. 
The possible occurrence of negative approaches of students from ethnic minorities 
was highlighted in the review of literature. As mentioned previously, the scores for SN 
school may indicate that this is not necessarily the case; however, the school has had lengthy 
involvement with RoA, and has developed good relationships with the community. The 
experiences and perspectives of students from ethnic minorities in other schools, with 
different RoA histories, could again be the focus of further research. 
In conclusion, as an exploratory study, the research has gone some way in meeting its 
objectives. The concentration of the research on the Case Study schools, their characteristics 
with regard to RoA, and the results from the questionnaire have provided a context for 
interpretations of student perspectives in six RoA categories. The School Descriptor 
document evidenced a variety of different approaches to RoA processes and explicit 
categories, and provided a basis for their comparison. The conclusions and 
recommendations of this study are necessarily cautious, although these have already been 
used by some of participating schools for curriculum evaluation. Some issues in the literature 
have echoes in this study, although there are no definitive answers to the extent to which 
RoA meets the stated objectives ofRANSC (1989). Two profitable lines of further research 
suggested by this study would be:-
i) to focus more sharply on specific school processes and their effect on student 
perspectives, and 
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ii) to explore in greater depth the reasons for student perspectives, by qualitative 
methods. 
Finally, it is hoped that this study has gone some way to confirming that approaches to 
educational research and evaluation centred on student perspectives can be of value. 
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APPENDIX A 
Comparative Results Across Two Schools 
i) SN and MO 
[SN sample - 75% Year 10; MO balanced] 
The school values my activities outside school 
Mann-Whitney- 1% 
t-test 1% 
SN scored higher 
I like writing my self-assessments 
Mann-Whitney- 1% 
t-test 1% 
SN scored higher 
I think it is important to discuss my work with my teacher 
Mann-Whitney- 1% 
t-test 1% 
SN scored higher 
The lessons in which I record my subject achievements are important to me 
Mann-Whitney- 1% 
t-test 1% 
SN scored higher 
I enjoy writing about myself 
Mann-Whitney- 1% 
t-test 1% 
SN scored higher 
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I expect to use my RoA in the future 
Mann-Whitney- 1% 
Hest 1% 
SN scored higher 
Recording my outside school activities is important to me 
Mann-Whitney- 1% 
Hest 1% 
SN scored higher 
I find it easy to describe my personal skills and myself as a person 
Mann-Whitney- 5% 
Hest 5% 
SN scored higher 
My teachers listen to my point of view 
Hest 5% 
SN scored higher 
14 statements had responses that indicated no significant difference. MO had higher scores 
for five statements, SN for 18 statements. 
ii) LF and KM 
[LF - all Year 11; KM balanced] 
I know what targets I need to set to improve my grades 
Mann-Whitney- 5% 
t-test 5% 
LF scored higher 
(like praise from my teachers 
III 
Mann-Whitney-
t-test 
KM scored higher 
5% 
21 statements had no significant difference in responses. KM scored higher on nine and LF 
scored higher on 14 statements. 
Hi) SN and KJ.\f 
[SN - 75% Year 10; KM balanced] 
I enjoy recording my achievements 
The school values my activities outside school 
I like writing my self-assessments 
Recording achievements helps me try to improve my grades 
I think that it is important to discuss my work with my teacher 
The lessons in which I record my subject achievemeuts are important to me 
I enjoy writing about myself 
I expect to use my RoA in the future 
My parents know about and understand RoA 
In my lessons I set targets to improve my grades 
Mann-Whitney- 1% 
Hest 1% 
SN scored higher 
If I plan ahead I work well 
Mann-Whitney- 1% 
t-test 5% 
SN scored higher 
Recording my outside school activities is important to me 
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Mann-Whitney- 5% 
Hest 1% 
SN scored higher 
My teachers read my self-assessments and agree with them 
Mann-Whitney- 1% 
t-test 5% 
KM scored higher 
I find it easy to describe my personal skills and myself as a person 
Mann-Whitney- 5% 
Hest 5% 
SN scored higher 
My final RoA will give an accurate summary of my skills and knowledge 
Mann-Whitney- 5% 
Hest 5% 
SN scored higher 
Eight statements showed no significant differences in responses. KM scored higher on three 
statements, SN on 20 statements [KM list]. 
iv) MO and KM 
[balanced samples 1 
I enjoy recording my achievements 
I like writing my self-assessments 
Recording achievements helps me try to improve my grades 
My parents know about and understand RoA 
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Mann-Whitney- 1% 
t-test 1% 
MO scored higher 
I like praise from my teachers 
My teachers read my self-assessments and agree with them 
Mann-Whitney- 1% 
t-test 1% 
KM scored higher 
In my lessons I set targets to improve my grades 
Mann-Whitney- 5% 
t-test 5% 
MO scored higher 
Recording ontside-school activities is important to me 
Mann-Whitney- 5% 
t-test 5% 
KM scored higher 
15 statements produced no significant differences in results. MO scored higher on 16 
statements. KM on seven statements. 
v) MO and LF 
[MO - balanced; LF - all Year 11] 
I enjoy recording my achievements 
I like writing my self-assessments 
Recording achievements helps me try to improve my grades 
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My parents know about and understand RoA 
Mann-Whitney- 1% 
t-test 1% 
MO scored higher 
I feel in control of my school work 
Mann-Whitney- 5% 
t-test 5% 
MO scored higher 
18 statements showed no significant differences in scores. MO scored higher on 10 
statements, LF on 13. 
vi) SN and LF 
[SN - 75% Year 10; LF - all Year 11] 
I enj oy recording my achievements 
The school values my activities outside school 
I like writing my self-assessments 
Recording achievements helps me try to improve my grades 
I think it is important to discuss my work with my teacher 
The lessons in which I record my subjects achievements are important to me 
I enjoy writing about myself 
I expect to use my RoA in the future 
My parents know about and understand RoA 
In my lessons I set targets to improve my grades 
Recording my outside school activities is important to me 
Mann-Whitney 1 % 
t-test 1% 
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SN scored higher 
12 statements produced results indicating no statistical difference. LF scored higher on four 
statements. 
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APPENDIX B 
Comparison by Gender 
I expect to use my RoA in the future 
Mann-Whitney 1 % 
t-test 1% 
Girls scored higher 
Recording my outside school activities is important to me 
Mann-Whitney 1% 
t-test 1% 
Boys scored higher 
I like writing my self-assessments 
Mann-Whitney 5% 
Hest 5% 
Girls scored higher 
The school values my activities outside school 
Hest 5% 
Boys scored higher 
Teachers read my self-assessments and agree with them 
t-test 5% 
Girls scored higher 
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APPENDlXC 
Comparison by Year Group 
I enjoy recording my achievements 
Mann-Whitney- 1% 
t-test 1% 
Year 10 scored higher 
The school valnes my activities outside school 
Mann-Whitney- 1% 
t-test 1 % 
Year 10 scored higher 
Recording achievements helps me try to improve grades 
Mann-Whitney- 1% 
t-test 1% 
Year 10 scored higher 
The lessons in which I record my subject achievements are 
important to me 
Mann-Whitney- 1% 
Hest 1% 
Year 10 scored higher 
I feel in control of my school work 
Mann-Whitney- 5% 
Hest 5% 
Year 10 scored higher 
I like writing my self-assessments 
Mann-Whitney- 5% 
Hest 5% 
Year 10 scored higher 
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I think that it is important to discuss my work with my teacher 
Mann-Whitney- 5% 
Hest 5% 
Year 10 scored higher 
In my lessons I set targets to improve my grades 
Mann-Whitney- 5% 
Hest 5% 
Year 10 scored higher 
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